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ABSTRACT 
 
Skills development has become a common concept in this modern time because of its 
positive and attributing role in individual and national development. Acquiring skills 
that is embodied in the concept of Technical Vocational Education and Training 
(TVET) (Cavanagh, Shaw Wang, 2013, p. 316) is viewed as relevant and necessary. 
According to Hartl (2009), TVET empowers people with the initial skills required in the 
labour market, and have the ability to up the skill, in order to remain relevant. Union 
(2007) agrees that people of different competencies can benefit from a TVET 
programme, especially the vulnerable in society. For the vulnerable and at-risk youth, 
skill development in the form of TVET is a necessity and an indispensable link between 
education and the world of work. 
 
Thus, the purpose of this study was to explore the technical and vocational skills needs 
for at-risk and vulnerable senior phase learners at a Johannesburg school. To achieve 
this aim, an advocacy/ participatory paradigm was adopted. Furthermore, a qualitative 
design was utilised. Christensen, Johnson and Tuner (2011) stated that in conducting 
qualitative research, attention is more on subjective data from the participants, and 
entails investigating participants in a particular situation. With this approach, the 
participants were able to provide in-depth and detailed information about their skills 
need, which contributed to the general research aim. The theoretical framework used 
for this research was Social cognitive career theory, Hope theory and Work theory.  
 
Seven participants participated in this research. After the informed consents were 
signed and returned, data was collected via career collage, group discussion and 
individual interviews.  The data collected was analysed through thematic content 
analysis. Five themes emerged from the interpretation of the data: The relevance of 
vocational skills in the school curriculum, lack of an enabling environment that meet 
learners’ educational needs, family circumstances leading to uncertain educational 
future, and the phenomenon of hope amongst learners. From the findings, 
recommendation for the study and future research was made.                                                                                                                                                                                                                              
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1 CHAPTER ONE: BACKGROUND AND RATIONALE 
 
1.1 INTRODUCTION AND ORIENTATION OF THE STUDY  
The disadvantages of being vulnerable and at-risk are vast and the consequences 
transcends beyond the individuals. When one is vulnerable, he/she is prone to danger 
or attack. Likewise, when an individual is at-risk there is a great likelihood of the person 
experiencing negative outcomes. Sometimes, these two concepts go in tandem: one 
who is vulnerable can equally be at-risk and vice versa. At-risk youth are those who 
experience unfavourable situation based on their circumstances. So, youth referred to 
as ‘at-risk’ is mostly based on environmental, family, social, political, personal or 
economic factors (Pillay and Diale, 2015). In most cases, these factors interact and 
interrelate in complex ways. 
  
Referred to as risk factors by Fernandes-Alcantara (2014), poverty, family problems 
and instability, disease, child abuse and many more factors can contain negative 
outcomes which interfere with becoming a responsible and productive adult. Besides 
the negative outcome, these risk factors have an adverse effect on these youth’s 
education and overall wellbeing. Many youth nowadays are vulnerable and at-risk and 
they experience challenges in all spheres of life. These challenges tend to disrupt their 
education which robs them of acquiring the necessary skills needed for optimal 
development. Arguably, not all youth who experience negative events end up being 
at-risk. Some exhibit protective traits which enable them to overcome and become 
productive adults. But for this research, the focus is on those youth who are unable to 
overcome these risk factors, as such, resulting in negative outcomes such as child-
headed households, homelessness, and most importantly (for the purpose of his 
study) school drop-out. 
 
Dwelling on a child-headed home, the complexity of this concept makes it difficult to 
definitely define. However, Van Dijk (2008) described a child-headed home in the 
South- African context as households in which youngsters assume the role of an adult 
and the responsibility of taking care of themselves and other children without the 
necessary formal support (cited in Wright, 2010, p. 95). Child-headed homes have 
become a common phenomenon in South Africa (Meintjes, Hall, Marera and Boulle, 
2010, p. 40), and according to Salaam (2004); youth who find themselves in such 
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situations, not only experience great difficulty as a result of having to support and 
provide for their siblings but, lack adequate education and employability skills. Without 
the necessary knowledge, skills and maturity for such adult-like responsibility, heading 
a home as a child may interfere with schooling, and may result in school drop-out (Van 
der Mark, 2015). Cavanagh, Shaw and Wang (2013) emphasise that developing skills 
in young people is very important because it does not only provide them with an 
opportunity to improve their lives but enables them to adjust to the changes around 
them and even be an instrument of change themselves by contributing to the economy 
in their community. 
1.2 PROBLEM STATEMENT 
 Being vulnerable and at-risk is associated with negative outcomes. According to Van 
der Mark (2015), one of the probable consequences of being at-risk is school drop-
out. School drop-out has become a common concept which is used to describe people 
who are unable to complete their education. The aftermath of school drop-out has 
become a threat to national development and many nations are devising ways to 
address the issue. South Africa (SA) is currently experiencing high rate of school drop-
out which is alarming and disheartening ( Mnguni, 2014, . 1). The SA government has 
a duty to support and provide the necessary platform for its citizens especially for those 
vulnerable youth who are more prone to school drop-out. 
 
Many researchers such as Taylor, Hutchinson, Ingersoll, Dalton, Dods, Godden, Chin, 
De lugt, 2015; Mwoma and Pillay, 2016 and Van der mark, 2015 have attested to the 
fact that there is a greater possibility vulnerable youth leaving school uncompleted, 
because of mounting pressures. The traditional education does not necessarily 
provide the incentive needed by at-risk youth to remain at school, and once they cross 
the mandated compulsory school going age, there will be nothing to keep them in. 
Lamb et al (2004) posits that in the traditional academic route schools; especially those 
in the vulnerable segment of the population, some youth disengage from study (cited 
in Lamb, 2011, p. 64). Therefore, the need for suitable education that includes skill 
development has become a matter of urgency. 
 
In congruence, Ordonez (1998) affirmed that the school system needs transformation 
that includes fundamental rethinking (cited in Hughes, 2005, p. 259), of what to learn 
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and how learning is achieved. Drawing from Hughes (2005), universal education is no 
longer sufficient, and a combination of academic, technical and practical approach to 
education seeks dominance and is necessary. Thus, Technical Vocational Education 
Training (TVET) at a school that specifically caters for at-risk and vulnerable children. 
Many nations like Australia, Southeast Asia, Kenya, Ghana, Senegal and Swaziland, 
and organisations have come to embrace TVET as a necessary tool in addressing skill 
shortage, national and educational problems, and to restore a positive career concept 
or identity. 
 
As such, the African Union’s (AU) plan of action for the second decade of education 
(2006-2015) recognises the important of TVET as a means of empowering individuals 
to take control of their lives and suggests the integration of vocational training in to the 
general education (Union, 2007, p.5). Meeder (2006)  agreed that integrating TVET 
into school programmes can re-engage youth by promoting more active learning, as 
well as, providing a sense of how their learning is tied to future goals (cited in Lamb, 
2011, p. 64). This shows that TVET can ensure school completion because it provides 
important programmes that will, according to Lamb (2011) re-engage potential and 
early school leavers. 
 
TVET will be playing an important role in our education system by promoting literacy 
and unlocking potentials, thereby increasing opportunity for work. In addition to 
providing the motivation for continued and quick learning, TVET will also provide the 
knowledge and practical skills that will empower at-risk and vulnerable youth, provide 
the connection with productive work and improve the quality of their lives. Lamb (2011) 
suggests the possibility of vulnerable youth participating in TVET because it helps 
develop their interest in learning and can act “as a means to expand opportunities for 
marginalised youth”. (Tripney, Hombrados, Newman, Hovish, Brown, Steinka-Fry and 
Wilkey, 2013, p. 7). TVET will be an effective tool in enriching the lives of these youth. 
However, not all at-risk youth will benefit from this project, but it will provide a sense 
of social integration for most of the vulnerable youth. 
 
Finally, the advantages of introducing TVET at this school will be enormous and two-
fold. Not only will it improve the quality of lives of at-risk youth, it will contribute to skill 
development, economic growth and according to Chepkemei, Watindi, Cherono, 
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Ng’isirei and Rono (2012), it can lead to innovation and lifelong employability. 
Furthermore, if these youth happen to drop-out of school, they would have acquired 
skills needed to find gainful employment and therefore be self-reliant and all-rounded 
persons (p.686). 
1.3 RESEARCH AIM 
The main purpose of conducting this research is to advocate for the implementation 
of Technical Vocational Education Training (TVET) for at-risk and vulnerable youth in 
a school for at-risk and vulnerable youth in Johannesburg. The sub aim is to create 
and foster an awareness of the technical and vocational skills needs of at-risk and 
vulnerable youth in a school for at-risk and vulnerable youth in Johannesburg. Thus 
the following research question is asked: 
1.4 RESEARCH QUESTION 
What are the technical and vocational skills needed by learners at a Johannesburg 
school that caters for at-risk and vulnerable youth? 
Sub questions: 
How can TVET be implemented as an intervention strategy to support the 
vulnerable and at-risk youth in a school in Johannesburg? 
What are the resources available to introduce TVET skills for at-risk and   
vulnerable youth in a secondary school in Johannesburg? 
 
In the words of Goldberg and Allen (2015), each research question must be able to 
generate meaningful response, target a need, and be of importance to the target 
population. Hence the questions were framed in such a way that addresses the 
participants’ needs and also seeks their subjective opinion and perspective on their 
skills needs.   
1.5 RESEARCH METHODOLOGY 
The research methods comprised of the research paradigm, research approach, and 
research design.   
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1.5.1 Research paradigm 
Terre Blanche, Durrheim and Painter (2006) defined paradigms as systems of 
interrelated ontological, epistemological and methodological assumptions. In any 
formal research, a paradigm confines the research and allows for structure throughout 
the process, from the very beginning to the conclusion. In other word, a paradigm 
guides the researcher’s actions and ensures his commitment to a particular method of 
data collection, observation and interpretation (p. 40). 
The research adopted an advocacy/participatory research paradigm. The reason is 
that this paradigm best defines the motive behind this research which is to bring about 
change in educational context of the vulnerable and at-risk youth. Thus this paradigm 
enabled me with the flexibility required. Advocacy/participatory paradigm can be 
described as a research inquiry with an element of action agenda that will promote, 
improve, enhance and empower the participants, the researcher or organisations 
involved. Terre Blanche et al (2006) agree that this paradigm “attempt to contribute 
both to the practical concerns of people in an immediate problematic situation and to 
the larger goals of social science…” (p. 432). 
Furthermore, my interest is not only to understand the social situation of the vulnerable 
and at-risk youth, but I want to collaborate with them and other parties to devise ways 
to support their educational needs. So, their opinions and needs were sort after as this 
determines the action to be advocated. The purpose of the change is to empower the 
vulnerable and at-risk youth within their academic pursuit: for learning to be more 
purposeful, for their skills to be developed and for them to become meaningful to 
themselves and the society at large. 
Finally, advocacy/participatory paradigm gives me the opportunity to involve this group 
of youth (of interest in this research) in their educational needs, in bringing about the 
change needed as they are the ones directly affected. 
1.5.2 Research approach 
Qualitative research approach was used in this research. This approach is more 
suitable for the issue that I am interested in. My interest is in understanding the skills 
needs of vulnerable and at-risk youth in their own words. Strauss and Corbin (1998) 
defined qualitative research approach as the type of research not arrived at by 
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numerical or statistical data or means of quantification (cited in RSC 201H, 2009, p. 
239), rather it intends to gain meaningful understanding through the language and 
words of the participants. Unlike qualitative approach, quantitative research approach 
is based on numbers and is not suitable for the kind of inquiry that I’m interested in. 
 Christensen, Johnson and Turner (2011) agreed that in conducting qualitative 
research, attention is more on subjective data from the participants, and entails 
investigating participants in a particular situation. Conducting qualitative research 
enabled me to enter into the world of at-risk youth and build a trust relationship with 
them using qualitative aspects such as experience, meaning and understanding. 
Developing a trust relationship provided the atmosphere for these youth to express 
themselves, give their opinions and perspectives on the research topic. According to 
Stiles (1993), “qualitative investigation uses empathy with participants as an 
observation strategy, interpret observations contextually and poly dimensionally, 
accommodate nonlinear causal processes and may seek to empower participants”. 
With this approach, the participants were able to provide in-depth and detailed 
information that contributed to the general research aim. In addition, qualitative 
approach helped me attempt and understand the categories of information that 
emerged from the data (Terre Blanche et al, 2006, p. 47). 
1.5.3 Research design 
Sellitz, Jahoda, Deutsch and Cook (1965) as cited in Terre Blanche (2006) defined 
research design as “plans that guide the arrangement of conditions for collection and 
analysis of data…” It refers to the necessary steps that ensure the objective or purpose 
of the research is achieved. From the onset, a research design ensures that the 
research specifies, in advance and in detail the research route. Research design 
determines how open or restricted the research will be. 
For the purpose of this research, I used generic qualitative design. Generic qualitative 
design is described by Merriam cited in Cooper and Endacott (2007) as studies that 
“seek to discover and understand a phenomenon, a process, or the perspectives and 
worldview of the people involved”. Percy, Kostere and Kostere (2015) emphasised that 
the focus in this design is on the subjective reports of opinions and attitudes, and 
beliefs of people involved of things in their outer world. Generic qualitative design is 
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more suitable for this research because I am interested in the content of the subjective 
opinions and perspective of at-risk youth of their skills needs. This design helped 
provide an insight into my research question. It enabled me to gain an understanding 
of the opinions about skills needs and acquisition. 
Elaborately, generic qualitative design allowed me the flexibility to inquire subjectively 
from the vulnerable youth what their opinions are concerning skill needs and 
acquisition, and their perspectives on how implementing the project will be of benefit 
to them. Having these youth discuss their perspective on skills development enriched 
the study and added to the existing literatures on skills acquisition. 
1.5.3.1  Sampling 
The sample of this study was selected from a school in Johannesburg, which is known 
for accommodating vulnerable and at-risk youth. Hence the sample comprised of 
seven learners; four boys and three girls in grade 9. However, the sample size 
depended on accessibility of the learners. Sampling simply means selecting group of 
elements that represent a whole or population. In sampling we have a non-probability 
sampling which refers to the nonrandom selection of elements. The focus of this 
research required a purposeful sampling under non-probability. According to 
Christensen et al (2011), in purposive sampling, individuals with the relevant 
characteristics, in this case at-risk youth were identified. The purpose of this present 
study required that the participants possess certain characteristics, which selection 
was done at my discretion. Goldberg and Allen (2015) concurred that the 
characteristics of the sample should be described 
The participants that were willing and available for the interview were carefully 
selected. Terre Blanche et al (2006) said that in purposive samples, the emphasis is 
not only on willingness and availability but mostly on possession of the relevant 
characteristics. So, the learners that were included in this research were those that 
are at the school, who are at-risk and vulnerable, in grade 9, and have agreed to 
partake in this research. 
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1.5.3.2  Outline of the steps followed in data collection 
According to Du Plooy (2009), a well written research provides a logical and accurate 
record of the entire research process. I recorded and reported every step taken from 
the beginning to the conclusion. Below is the description of the steps followed to obtain 
the data 
1.5.3.2.1 Ethical approval 
Compulsorily, an intended student researcher is expected to obtain ethical clearance 
from the supervising university (Appendix A1) before embarking on a research. If the 
school context is public, the researcher is also obligated to obtain approval from the 
government department of education; in this case the Gauteng Department of 
Education (GDE) (Appendix A2). The purpose is to ensure conformity to the stipulated 
rules and regulations of carrying out a research. I, as required applied for ethical 
approval from GDE, which was granted.  With formal written letters of clearance from 
both bodies, I continued on with the research. I was given a window period by the GDE 
to collect my data which i complied with. 
1.5.3.2.2 Identification of the school 
As my research is on vulnerable and at-risk youth, there was a need to locate a school 
that houses or accommodates the participants. The task was not as arduous, as my 
supervisor referred me to the likely school and I was tasked with locating the vicinity. 
On a particular day, I drove to the school to ensure the exact place. 
1.5.3.2.3 School context 
For the readers to gain an ample understanding of the research purpose, it is vital to 
provide them with the description of social context of the school. The description is for 
a visual imagination of the relevance of intervention which this research is aimed at. 
Using a pseudonym, T school is a government public school under the district of 
Johannesburg North. T was opened in 1996 as a school for street children. Some of 
the learners are from shelters around Johannesburg. Others are migrants and from an 
indigent background. The school admits learners from grade 4 up to grade 12. It has 
475 learners, 47 teaching staff and 3 administrative staff.  
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The language of learning is English though most learners have different mother 
tongues. The learners and the teachers are all blacks South Africans. 
1.5.3.2.4 Gaining entrance into the school 
The initial formal contact with the school was done telephonically. Thereafter I availed 
myself for further explanation. I was requested to provide documentation that supports 
my request (Appendix A2). In addition to that, I provided them with a letter of request 
to conduct research at the school (Appendix B3). On acceptance of the request, I 
asked for a formal letter of permission to prove that my request has been granted 
(Appendix B4). Then the acting principal (the principal was on leave) assigned one of 
the deputy principals to assist me  
1.5.3.2 .5 Informed consent and accent 
After permission was granted, together with the designated person of the school the 
process of identifying participants ensued. Du Plooy (2009) described research 
participants as individuals that agree to take part in a field research. As this is a non-
probability sampling (explained in 1.5.3.1), and all the learners met the criteria for 
selection, I was allowed to explain my research purpose and intentions to them and 
seek their participation. It boiled down to accessibility as few learners showed interest. 
According to Du Plooy (2009), “accessible populations are the units of analysis in the 
target population to which the researcher has access”. Those that participated were 
selected via purposive sampling (explained 1.5.3.1) based on my discretion. 
 Schoenberg, Miller and Pruchno (2011) emphasised the importance of revealing the 
procedure I followed to obtain informed consent (cited in Goldberg and Allen, 2015, p. 
9). So, once I gained their willingness and handed letters of consent (Appendix B1) 
and assent (Appendix B2) to each of them to give their parents or guardians to sign, 
and for them to sign too. This included further information about the research. The 
assent form was because all the learners are above 13 years of age, a process 
(informed consent) phrased as important by Du Plooy (2009, p. 96).The signed forms 
returned to me or the office confirmed their participation. We decided (as a consensus) 
the time to be after school. 
Meeting these criteria enabled me to begin my data collection the same afternoon that 
all consent forms were returned. The session took me approximately 4 afternoons, 2 
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days for the boys and 2 days for the girls. However, I had a follow up session with the 
girls because I needed to gather more information on their collages. 
1.5.3.3  Process of data collection 
Data collection entails engaging and collaborating with the participants. Terre Blanche 
et al (2006) considered it a stage where ideas and theories are developed about 
phenomena that is to be studied. Du plooy (2009) indicated that in any research, data 
collection method should be briefly described. Thus, I utilised different methods in 
collecting data, to gain in-depth information about the participants, their needs and 
aspirations, their background or home context and school context including skills and 
capacities. The appropriateness of identifying my data collection strategy and 
communicating them in order of relevance and importance was emphasised by 
Goldberg and Allen (2015, pp. 8 - 9). These included a collage compilation, group 
discussion and individual interviews.  
With authorisation via informed consent, I audio recorded my conversation with the 
participants. Audio recording is very important and portrayed as useful by Du Plooy 
(2009) for collecting data in my kind of study as it allows the capturing of what was 
said, reduces misuse of words and misconception. I used an audio recorder with due 
consent to record our discussion in order to revert to for accurate description of 
perspective and opinions. 
1.5.3.3.1 Collage 
The first session entailed compilation of a career collage. It is described by Fritz and 
Beckman (2007) as a form of pictorial storytelling (adapted from Robinson, 2015, p. 
50). A collage is a visual symbol used in this case to exhibit career aspiration and skill 
needs. The participants were asked to create a career collage using pictures, words, 
symbols and drawings. They used this to describe and express their career and skills 
needs and desires. This I attribute to my supervisor as, she advised and suggested 
the use of collage as a better and more accurate tool of deriving information in a non-
intrusive manner than my previous intention (incomplete sentence). 
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1.5.3.3.2 Group discussion 
After the participants compiled their respective collage, the next session was to 
engage in a group discussion of their collage, with me chairing and directing the 
session. To formalise the discussion, I prepared semi-structured questions, however I 
was flexible in that I asked a follow-up question induced by a previous answer. This 
procedure allowed for freedom of expression and contribution as the participants were 
prompted to add, generate more responses to either their previous response or to 
another person’s. Participants produced the meaning and interpretation of the content 
of their collage. The questions asked revolved around skills, needs, and career 
aspirations which are important aspects of this research. However, during the group 
discussion, in some instances, the participants committed errors of compliance and 
deviation. This attempt would have deviated the purpose of the research study, and 
would have prolonged the whole process if not for the timely intervention of redirection. 
 Du plooy (2009) explained these terms errors of compliance  and deviation as when 
the participants agrees with statements made by the researcher irrespective of their 
content and also exhibits the tendency to deviate from the question asked thereby 
giving atypical responses.  As a researcher, I guided and facilitated against these by 
asking the participants without baiting words why they agreed with me. And in the 
latter, I gently referred them back to the question asked. Being neutral was at the 
forefront of my study as sometimes one tends to transfer one’s biasness into the 
research process. This is why Terre Blanche et al (2006) emphasised ‘bracketing’ of 
one’s preconceived ideas and prejudices. With this in mind, I was able to embrace 
what I expected and thought in the context of my research, by constantly reminding 
myself of the importance of participants’ voices and simply listened to what the 
participants were telling me at present. Each participant was able to express their skills 
need and career aspirations. The interview was recorded and transcribed. 
1.5.3.3.3 Individual interview 
An interview enables a personal contact between interviewer and interviewee which 
takes place within a given space. (RSC 201H, 2009, p.179) and allows for the 
participants to tell their stories themselves. Semi structured interview was deemed 
relevant and more suitable in this context because it is a purposeful research with the 
inclination to achieve a particular goal.  According to Terre Blanch (2006) semi 
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structured interview is the most popular and it allowed one to develop an interview 
schedule- namely my research question beforehand. It also enabled me with some 
structure. The questions were asked individually and were related to the research 
problem and aim. The area of discussion centred on career and skills needs. 
Conducting an interview granted me the opportunity to get to know the research 
participants (at-risk youth) individually, interact with them and “understand how they 
think and feel” (Terre Blanch, 2006, p. 279). Not only did this session enable me to get 
to know the participants personally, I also gained information about their backgrounds, 
home environment and family condition. They talked about the occupations of their 
parents and siblings, and their educational backgrounds. Also, they divulged 
information such as where they originated or migrated from and where they currently 
reside. This helped to discover their skills needs and also provided a holistic grasp of 
factors that may have an influence on the participants’ career intentions 
1.5.3.3.4  My position in regard to the research topic 
I consider TVET as a viable option for the vulnerable and at-risk youth to acquire skills. 
The advocacy to introduce technical and vocational skills into basic education is rooted 
within me. At some level, I relate with the struggle of some of the participants as I too 
am an immigrant. This contributes to my belief that the benefit of acquiring skills will 
be enormous, for instance the financial and the social independence that comes with 
having skills will be fulfilling.  
Although I have the same immigrant status as some participants that alone prompted 
me towards being cautious of not appearing to have it all or have the presumption that 
I truly understand their challenges. It is important as posited by Goldberg and Allen 
(2015) that I discuss the relevance of my shared status with the research participants. 
On a lighter note, the participants and I are of the same race, which made it easier for 
us to establish rapport and build trust. However, with different ethnicity, the 
communication and understanding was strained. I used summary and repetition 
whenever these challenges surfaced. This was used as a communication skill to boost 
understanding and interaction. During this process, I was careful not to raise their 
hopes or make it appear that the feasibility of introducing TVET in schools will be quick, 
immediate and stress-free 
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1.5.3.4  Data analysis 
 Terre Blanch (2006) postulates that there is no clear demarcation between data 
collection and analysis rather there is a gradual diminishing of one and the waxing of 
the other. In other words, there is a smooth transition from data collection to data 
analysis. The data was analysed qualitatively. Qualitative data analysis is a process 
in which we derive meaning from spoken words and action, and then link it to a 
particular context. Dey (1993), described data analysis as a process in which we seek 
out certain characteristic elements and structure in a data (cited in Henning, 2004, p. 
128). Data analysis is a very important stage in research methodology because it gives 
meaning to the whole process. The process of analysis in a research study is tagged 
a crucial step because it forms the basis for conclusion and recommendation (Du 
Plooy, 2009, p. 100). 
Du Plooy (2009) added that data analysis and interpretation is very relevant as it helps 
to formulate findings which need to be linked to the context, in this case the vulnerable 
and at-risk youth. To analyse the data, I concentrated on the content which is referred 
to as content analysis. A content analysis generally refers to the method of extracting 
meaningful information from the data and making use of it. Du Plooy (2009) defined it 
as the “methodology applied to explore, describe and infer characteristics of 
messages. I utilised thematic content analysis to derive themes from the transcription. 
Smith (1992) (cited in Terre Blanch, 2006, p. 322) stated that thematic content analysis 
falls under the umbrella of interpretive analysis. Interpretive analysis helps to interpret 
data from a position of empathetic understanding (Terre Blanch, 2006, p. 321). 
Assuming a stand of empathetic understanding is to provide according to Geertz 
(1973) cited in Terre Blanch (2006) a ‘thick description’ of every step in a holistic 
manner.  
As Terre Blanch (2006) encapsulated, the focus is not only on the pieces of real life of 
the participants but to place real-life events and phenomena into some kind of 
perspective. The participants’ opinions added to a general notion of the importance of 
skills acquisition for everybody, especially the vulnerable and at-risk youth. 
 
 
 
14 
 
1.5.3.4.1  Transcription of data 
The data was thoroughly transcribed by me using both mine and the participants’ 
words. I ensured that there was no imposition, and that I penned down our discussion 
word for word. When I was transcribing the data, I was attentive to the way I engaged 
with the data and how it unfolded in order to find patterns in which themes were derived 
from. Whilst interpreting the data, I remained flexible in my thinking and ensured to 
review the data over and again in order to gain both overt and covert meaning inherent 
therein.  In few instances, I had to infer what the participant said with due consultation, 
affirmation and confirmation from the participant. 
1.6 TRUSTWORTHINESS 
Trustworthiness means providing evidence that support the result of your research 
and using the result to make a strong argument. In other words, the research must be 
believable and authentic. Trustworthiness is tested through validity/credibility and 
reliability/dependability. 
1.6.1 Validity/credibility 
Validity refers to the degree a measure accurately measures the characteristics is set 
out to measure. In other words, Terre Blanch et al (2006) said it referred to the degree 
to which the research conclusions are sound. However, in qualitative research the 
focus is more on credibility than on validity. This is because credible research 
produces findings that are convincing and believable (Terre Blanche, 2006, p. 90). To 
make sure of credibility in this research, the questions posed to the participants were 
related to the research problem, research question and aim. The participants’ opinions 
and perspectives were described in their own words, through transcription. This is to 
ensure that I don’t impose my views on the data. 
1.6.2 Reliability/dependability 
Reliability is the degree to which a research yields the same result. It can also be 
referred to as consistency of measures of behaviour. However qualitative researchers 
are not concerned with consistency of measures, so they do not expect the same 
outcome. On the contrary they expect different opinions and behaviours from 
participants and groups as the context changes (Terre Blanche et al, 2006, p. 93). 
Rather than test reliability, qualitative researchers suggest dependability. 
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According to Terre Blanche et al (2006), “dependability refers to the degree to which 
the reader can be convinced that the findings did indeed occur as the researcher says 
they did”. Providing evidence of statement of the methods of data collection and 
analysis also proved the dependency of the research. To ensure this, this study has 
listed and described the method of how the data was collected, which is via collage, 
group discussion and individual interview. Secondly, it explained how the data was 
analysed which is through thematic analysis, for verification. The goal is to ensure 
accuracy in reporting findings. 
1.7 ETHICAL CONSIDERATION 
Ethics is very important, and this research conformed to ethical procedures as set out 
by for principles according to Terre Blanche et al (2006, p. 67): 
1.7.1 Autonomy and respect for the dignity of persons 
I sought informed consent from the participants and relevant others before embarking 
on the research. The participants were informed of the right to refuse, and that 
participation is purely voluntary without duress or coercion. I informed them of the 
reason for the research, which is to advocate for change in their education context. In 
addition, I assured them of confidentiality, and in the case of disclosure, they will be 
referred to by pseudonyms. 
1.7.2 Nonmaleficence 
This principle entails the protection and security of the participants. I ensured that no 
harm came to the participants either intentionally, directly or indirectly. To enforce this, 
measures such as conducting the interview myself, informing the participants that they 
are allowed to discontinue or refuse to discuss any topic or issue they find 
uncomfortable, was taken. I repeatedly made sure that I communicated with them 
during the research and also promised to provide them with information about the 
outcome. In case of trauma or stress of discussing their family situation, the University 
of Johannesburg (UJ) psychology unit will provide therapy. 
1.7.3 Beneficence 
According to Terre Blanche et al (2006), researchers are obligated to attempt 
maximising research benefit for the research participants. In this case, I ensured 
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potential advantages such as skills development, better knowledge of the topic in 
question, empowerment and so on to outweigh the disadvantages such as sadness 
and stress. Also, this research intends to contribute to individual growth and campaign 
for change in educational context. 
1.7.4 Justice 
This principle requests that participants be treated with fairness and equity during all 
stages of research. I ensured that participants were treated with fairness and equality, 
and their rights were not in any way violated. For instance, one of the participants was 
not comfortable discussing her family situation in the presence of others and asked 
that it be done privately, which was obliged. This research adopted a person centred 
approach throughout the interview process.           
1.8 DEFINITION OF CONCEPTS 
 
1.8.1 Youth 
   According to South Africa’s National Youth Commission Act, 1996 youth are those 
between the ages of 14 to 35. In contrast, Fernandes-Alcantara (2014) expatiated the 
age of youth to be between 10 and 24 due to early puberty for some youth. Because 
of early puberty, the age bracket of what constitutes a youth have been extended 
backwards to include children between 11 and 12 years of age. 
1.8.2 Vulnerable youth 
 Generally, the definition of vulnerable is not universal, however it has become a 
common term. According to Ferreira (2016) vulnerability is “broad and denotes the 
individual’s exposure to risk and the predisposition to experience risk” (p. 162).                          
In South Africa, vulnerable is used to describe individuals “whose survival, care, 
protection or development may be compromised due to a particular condition, situation 
or circumstance that prevents fulfilment of his/her rights” (DoSD,2005, p. 5,  in Martin, 
2010,p. 4). Presumably, such outcome tends to impede potentials. 
1.8.3 At-risk youth 
 It is argued, that the use of the term at-risk for individuals is condescending and 
stigmatising; nevertheless, the term is used to describe individuals whose academic 
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inabilities/challenges puts them at-risk of drop-out, who lack the necessary 
employment skills, who experience emotional, social, physical, environmental and 
adjustment problems, and who lacks necessary and sufficient support they especially 
require during the transition phase. 
In educational context, Deluca, Godden, Hutchison and Versnel (2015) said that at-
risk is used for students whose inability to acquire academic skills puts their future 
school pursuit in jeopardy. In support, Fernandes-Alcantara (2014) defined at-risk 
youth as those who “may be prone to outcome that has negative consequences for 
their future development as responsible, self-sufficient adult”.  
1.8.4 Technical Vocational Education Training (TVET) 
The important role and contribution of technical vocational education training (TVET) 
in individual empowerment and economic development has been ascertained and 
recognised worldwide. In UNESCO’s definition, TVET is seen as “those aspects of 
educational processes involving, in addition to general education, the study of 
technologies and related sciences and the acquisition of practical skills, attitudes, 
understanding and knowledge relating to occupation…” (cited in Tripney and 
 Hombrados, 2013, p. 2). TVET programs are designed to provide experience 
learning, exposure to career options, life skills and continued learning. 
TVET can be described as an evolutionary education with the means to expand 
opportunities for the vulnerable and at-risk youth and also prepares them for the world 
of work. Chepkemei et al (2012) viewed it as an “aspect of lifelong learning and 
preparation of a responsible citizenry, an avenue to prepare for occupational fields for 
participation in the world of work”. With TVET, the vulnerable and at-risk youth will 
engage lifelong learning which provides them with the basic and advanced skills to 
participate and compete in economic and social processes.  
1.9 OUTLINE 
Chapter 1 comprised of the background and problem statement of my research, the 
research aim and question, and the method I chose for the research: This includes the 
research paradigm, approach and design: sampling, data collection and analysis were 
explained. 
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In chapter 2, I reviewed previous works related to my research topic and discussed 
my theoretical framework such as social cognitive career theory, hope and work hope 
theory  
 Chapter 3 is about data analysis, interpretation and discussion: I analysed and 
interpreted the collected data. After which some themes were derived and discussed. 
 Chapter 4 is summary and conclusions: I discussed the findings, summarised all the 
chapters and made recommendations based on my findings, which concluded the 
study. 
1.10 CONCLUSION 
Being at-risk and vulnerable is not inherent but means that there are situational factors 
that predispose one to vulnerability. Many youth find themselves vulnerable for some 
reasons. The situation greatly impacts on their academic progression, future and 
social integration and identity. Long-term strategy such as introduction of skills 
development within the school context needs to be in place to help these groups 
function to their full capacity. TVET is not only inclusive, it has the potential to provide 
tangible/notable outcomes such as a means to empower at-risk youth, reinstate them 
in school and also contribute to national development and economic growth. Devising 
an intervention now will be cost effective and rewarding as it will save future cost of 
trying to curtail the problem of dependents on social welfare and programmes which 
is caused by the untimely dropping out of school, in later stages. 
 
The next chapter will discuss the factors that predisposes one to vulnerability and 
effect of being vulnerable and at-risk. It will dwell on different theoretical orientation 
and existing literature that informed this research. It will further discuss the 
perspectives on using a combined approach in education system and lastly the 
concept of Technical and Vocation Education and Training TVET will be discussed in 
details.   
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2 CHAPTER TWO: LITERATURE REVIEW AND THEORETICAL 
FRAMEWORK 
 
2.1 INTRODUCTION 
In this chapter, my literature review attempts to provide a clear idea of why this study 
is significant (Goldberg and Allen, 2015, p. 6).To accomplish this, I started with the 
unpacking of concepts related to my research topic. Vulnerability is a concept used 
worldwide to describe susceptibility to danger. While at-risk, as explained by 
Fernandes-Alcantara (2014) is the possibility to experience negative outcome. 
Individuals who are vulnerable and at-risk often experience unfavourable and 
unpleasant social, academic, economic and psychological circumstances. To fully 
comprehend the aim of this research, this chapter will discuss various potential factors 
such as social economic status, poverty, disease and family dysfunction and instability 
that predisposes one to being at-risk and vulnerable. In addition, it will deliberate on 
the concept of school drop-out as one of the effects of being vulnerable and at-risk. It 
will further explain the impact of dropping out of school on the future of the individual, 
society and nation. This chapter will also look at how these factors tend to hinder the 
vulnerable youth’s academic attainment thus impacting career progression. To fully 
explain this, a theoretical framework will be adopted. 
It is imperative to integrate a theory into this study because it will help provide ample 
information and insight into how these factors referred to above negatively affect 
individuals’ education thus overflowing to their skills and career development. 
Integrating a theoretical perspective will validate and contribute to the purpose of this 
study. Justifiably, referring to environmental factors alone will not substantiate the 
research purpose but blending existing theory on effect of environmental factors will 
strengthen the argument intended as theory provides the bases for an argument. This 
is based on the fact that theories explain cause and effect, and the reason for 
occurrences. Social Cognitive Career Theory (SCCT), which serves as one of the 
theoretical orientations for this study postulate that environmental factors have a 
notable influence on individuals academic and vocational interest and development. 
The importance of hope will be imbedded using Hope theory, and Work hope as a 
subordinate of Hope theory. Presumably, the latter theories will shed light on the
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 potentially contributing role of hope in motivating the vulnerable youth to hold on and 
fast in their educational pursuit. 
Furthermore, this chapter proposes skill development that is embodied in the concept 
of Technical Vocational Education and Training (Cavanagh et al, 2013, p. 316). Skill 
development that lead to suitable employment is essential and seems to be a viable 
option to tackle employment and economic challenges faced by vulnerable and at-risk 
youth. Moreover, it is my candid opinion that skill acquisition is prerequisite to 
employment and meaningful employment contributes to life-satisfaction and self-
achievement. Embedding TVET into curriculum has the potential of bringing the much- 
needed change in the school system. 
Subsequently, this chapter will be looking at TVET as a means of providing skills to 
at-risk learners, the history of TVET especially in Africa and its current status 
worldwide. Also, this chapter will discuss the challenges faced by TVET institutions in 
an African context and the potential benefits of implementing TVET for the vulnerable 
and at-risk youth thus addressing the issue of drop-out, shortage of skills and 
unemployment.  
2.2  FACTORS THAT PREDISPOSE ONE TO VULNERABILTY 
Sometimes referred to as risk factors by Fernandes-Alcantara (2014), socio-economic 
status and poverty, diseases, family dysfunction and instability, to name a few are 
capable of hampering one’s ability to acquire and successfully accomplish a goal, be 
it academically or otherwise. These factors may work individually and even in tandem 
to result in susceptibility to negative outcome  
2.2.1  Socio-economic status (SES) and poverty 
Socioeconomic status and poverty are few of the major factors that predispose youth 
to vulnerability and being at-risk in the South African context. Robinson (2015) stated 
that socio-economic status is closely connected with poverty. Socio-economic status 
determines one’s financial position in the society. This position influences what one 
can afford. 
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2.2.1.1   Socio-economic status 
Socio-economic status is a term used to describe people’s social class or level, using 
a combination of educational qualification, geographical location, occupation and level 
of income as a yardstick (Robinson, 2015, p. 30). Amongst the things listed by Robert 
(1977) as the adverse of lower socioeconomic status, are that it could limit the kind of 
information (about careers) available to youth, which could affect the quality of 
educational opportunities and presence of role models. Taylor (2011) and Lacour and 
Tissington (2011) agree on the relationship between low educational attainment and 
socio-economic status.  They concurred that these two variables have mutual 
influence on each other. Elaborately, low educational attainment has a direct influence 
on one’s socio-economic status and vice versa. Socio-economic status is a 
contributing factor to school demotivation. Arulmani (2001) explained that SES tends 
to increase the tendency of individuals terminating their education prematurely, 
thereby influencing their academic and skill acquisition opportunities. Thus, Zarrett and 
Eccles (2006) categorically considered socio-economic status as one of the 
determining factors of academic achievement. 
2.2.1.2  Poverty 
Martin (2010) stated that South Africa is a middle-income country, yet two thirds of all 
children live in households with incomes below the poverty line. Statistic South Africa 
(2014b) estimated that as of 2012, 56% of children lived below the poverty line. 
According to Statistics South Africa (2015), a large number of South Africans aside 
from children live in poverty. Akoojee (2009) affirmed that South Africa’s acute skills 
shortage has much to do with the chronic levels of poverty in the country. Poverty 
influences the school attendance pattern in South Africa (Dieltein and Meny-Gibert, 
2012, p. 131), consequently resulting in learners having low school performance. In 
other words, poverty significantly affects one’s school experience, in most case 
leading to frustration, discouragement and thus negative attitude towards school. 
 Poverty alleviation in developing countries according to Maclean and Wilson (2009) 
is one of the greatest challenges for the international community in the twenty-first 
century. I believe that poverty is one of the leading causes of delinquencies, 
retrogression and lack of skill acquisition. Poverty means deprivation, insufficiency or 
lack of life necessities such as healthy and nutritious food, good schooling, good 
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shelter and clothes. It is used to describe one’s current financial status. Poverty 
contributes, indicates and determines the degree to which resources are available and 
accessible to an individual (Lacour and Tissington, 2011, p. 522). Several reports 
attest to the fact that growing up in poverty is a risk factor to young people becoming 
vulnerable. According to World Bank (2000b), the concept of poverty also includes 
vulnerability. Young people who experience poverty during preschool and early school 
years have lower rates of school completion (Brook-Gunn and Duncan, 1997, p. 55). 
This could be as a result of difficulty and stress accompanied with poverty which 
adversely affect their ability and motivation to excel at school. Coley and Baker (2013) 
confirmed that poverty significantly affect every aspect of the youth’ lives, most 
importantly their educational opportunities and educational outcomes. With this said, 
the absolute connection between poverty, education and outcome is therefore 
unquestionable. 
Though the concepts of poverty and vulnerability tend to overlap, King and Palmer 
(2007) stipulated that these two concepts can be differentiated, as many people that 
are not poor can be vulnerable. Cannon, Twigg and Rowell (2003) concurred that 
indeed poverty and vulnerability are not the same, however poverty contributes to 
vulnerability (Yohalem and Pittman, 2001, p. 4). Poverty tends to eliminate opportunity, 
decreases life advantages and predisposes one to life disadvantages such as not 
having and meeting one’s basic needs.  
2.2.2  Disease 
From a vantage point of view, of all the causes of parental death due to illness, 
HIV/AIDS is among the forerunner or in the forefront. HIV/AIDS is defined as human 
immunodeficiency virus and acquired immune deficiency syndrome respectively. This 
disease is one of the leading causes of death worldwide resulting in some children 
being orphaned. Barnett and Whiteside (2006) concluded that there is a drastic 
increment of orphans in Africa due to the epidemic. Van der Mark (2015) agreed that 
the epidemic has influenced the population of orphans in sub-Saharan Africa.  
According to the findings of PEPFAR (2012), an estimated 17 million children have 
lost one or both parents due to AIDS, and 90 percent of these children live in sub-
Saharan Africa. Furthermore, Barnett and Whiteside (2006) added that the estimate 
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of orphans due to AIDS in sub-Saharan Africa show a very significant increase in all 
categories within the 20year period from 1990-2010. 
UNICEF (2004a), cited in Barnett and White (2006) defined an AIDS orphan as a child 
who has lost a parent due to the epidemic, and double orphan due to Aids, as a child 
who’s both parents are dead as a result of AIDS. Children orphaned by AIDS are 
affected by the virus. This means that children with infected parents are generally 
affected by the virus in various areas of their lives and functioning. When a parent 
dies, the life of the child is significantly disrupted. Barnett and Whiteside (2006) 
affirmed that there will be a change in the life chances of the child itself. Akoojee, 
Gewer and McGrath (2005) points out the social effect on the child is extensive and 
expected to negatively impact national development. The AIDS orphan is mostly left 
in the care of their aged grandparents, relatives, foster homes or older siblings 
(Mwoma and Pillay, 2016, p.82). In another instance, the child/ children are burdened 
with the responsibility of taking care of the other sick parent. Barnett and Whiteside 
(2006) stated that children orphaned by AIDS are vulnerable. In congruence, Mwoma 
and Pillay (2016) confirmed that HIV/AIDS directly or indirectly predispose children to 
vulnerability. De Wagt and Connolly (2005) came to the conclusion that such children 
are likely the most vulnerable in Africa 
The overt and covert effect of HIV/AIDS according to Salaam (2004) has not been fully 
explored. PEPFAR (2012) postulated that “for those children affected by the epidemic, 
HIV is not only a medical experience but also a social and emotional experience that 
profoundly affects their lives and future”. PEPFAR further emphasised that the 
emotional and social effects are enormous and profound. The issue of stigmatisation 
and the possibility of disrupted schooling cannot be ignored or overlooked. Affected 
children tend to be absent from school regularly due to family responsibilities. 
According to Mwoma and Pillay (2016) there is possible correlation between effect of 
HIV/AIDS and school incompletion in sub-Saharan Africa. Furthermore, HIV/ AIDS-
orphaned children may end up heading a home because of lack of adult presence.  
Child headed households have become a common phenomenon due to the effects of 
HIV/AIDS. Evidence from a study on orphans in Tanzania posits that child-headed 
households are more frequently found among AIDS orphans than among others 
(adapted from Barnett and Whiteside, 2006, p. 229). Meintjes el at (2010) stated that 
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“there is a widespread concern that the number of children living in child-headed 
households is rapidly increasing as a result of AIDS-related adult mortality in South-
Africa and elsewhere in sub-Saharan Africa”. Child-headed household refers to a 
situation in which a child runs the affairs of a home, making important and life changing 
decisions, providing for his/her siblings, assuming an adult role by getting an in-come 
earning job (Barnett and Whiteside, 2006, p. 220), without the necessary skills to do 
so. However, Meintjes et al (2010) findings indicate that circumstances leading to the 
formation of child-only households in South Africa are more complex than is generally 
understood. Though child-headed household is a complex phenomenon, Leatham 
(2014) cautioned that one should be mindful not to assume that all child-headed 
households are equally vulnerable. 
Lastly, Salaam (2004) attested to the fact that those children orphaned and made 
vulnerable by HIV/AIDS are left with limited options financially, thus opting to become 
street children as the only viable option: scouting for odd jobs with minimal wage in 
order to support and supplement family income, finding refuge in the street in order to 
shield them from stigmatisation from familiar surroundings. Burdened with this 
responsibility, these children tend to skip school and are more likely to drop-out from 
school (Barnett and White, 2006, p. 229).  With the tendency of not completing basic 
and secondary education, they have decreased chances of acquiring skills, leading to 
far fewer opportunities of employment. Salaam (2004) affirmed that “without education 
and skill training, children orphaned and made vulnerable by HIV/AIDS are more likely 
to fall deeper into the cycle of poverty. In comparison to the general population, the 
educational and employment outcome of vulnerable youth lag behind (Taylor, 2011, 
p. 359). In other words, they tend to achieve less than their mates in some cases. It is 
clear that the loss of a parent or parents increases the chance of children being at-
risk. However, Richter and Desmond (2008) contrast that it is not the sole determinant 
of hardship, including extreme poverty and hunger.  
 
2.2.3  Family dysfunction and instability  
Dysfunction and instability in family and family structure is believed to be intertwined 
with learners’ lives. (Fomby and Cherlin, 2007, p. 1). Fernandes- Alcantara (2014) 
identified and included family instability and dysfunction as factors amongst others that 
predispose one to vulnerability.  Family dysfunction refers to a situation in which a 
25 
 
child is exposed to violence against a member of the family.  I am of the opinion that 
children who are raised in a tensed and conflicted environment are at-risk of various 
types of problems such as emotional, social and academic. In addition, negative 
events can affect a child’s sense of security. Furthermore, in Milan and Pinderhughes 
(2006) view, “family instability is a unique and possibly potent aspect of children’s 
environment because of the relatedness of children development and life course of 
other family members”. When there is any kind of instability in the family, it overflows 
and impacts the child. This is because it influences a child’s wellbeing and functioning. 
Cavanagh and Huston (2008) defined family instability as “changes in parenting 
behaviours and the home environment, social and economic resources, and emotional 
attachments between the child and parents…” Milan and Pinderhughes (2006) 
concurred on the possibility of a child being affected by a change in family life. 
 
Besides, family instability could be influenced by a number of miscellaneous events 
that disrupt a child’s daily functioning and threatens their conceived idea of 
togetherness. Events that contribute to family instability among other things are, death 
of a family member, parental job loss, exit of a spouse, permanent or temporary 
parent- child separation (Milan and Pinderhughes, 2006, p. 3). These events could 
also have a significant effect on the child emotionally and/ or financially. A child who 
is facing emotional difficulty tend to experience lack of concentration, absent-
mindedness in the school, and might not be able to assimilate information in class. In 
addition, Ackerman, Kogos, Youngstrom, Schoff and Izard (1999) indicated that when 
children are deprived financially, they are more likely to experience academic 
problems and possibly drop out of school. Francis (2007) cited in Ridley and Wray 
(2014) emphasised that the very real difficulties of growing up in divided, marginalised 
and vulnerable settings remain neglected. 
 
2.3  EFFECT OF BEING VULNERABLE AND AT- RISK 
Literature such as Fernandes-Alcantara (2014) consider drop-out a consequence of 
being vulnerable and at-risk. This variable contributes to the academic and financial 
challenges such as no school attainment and a live of poverty encountered by the 
vulnerable youth.  
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2.3.1  Drop- out  
The importance of education is incontestable, that is why according to Hughes (2005), 
UNESCO in collaboration with other countries advocate for education for all. However, 
the high rate of school drop-out has become a threat to this collective effort to promote 
education. Drop-out is used to refer to learners who because of one reason or the 
other leave school incomplete without transferring to another school. Understandably, 
school drop-out is not caused by a singular factor. Eckstein and Wolpin (1999) posit 
that the factors responsible for youth’ school drop-out tend to be diverse. Gustafson 
(2012) supports that there are many variables that contribute to the risk of learners’ 
school drop-out. Sabates, Akyeampong, Westbrook and Hunt (2010) emphasised that 
school drop-out is caused or influenced by a wide variety of factors associated with 
learners, their families and the system. 
 
Notwithstanding, Inglis (2009) indicated that school drop-out has become a significant 
problem in South Africa, especially after Grade 9. Generally, school drop-out is a major 
educational problem (Rumberger, 2001, p.4) and Gustafson (2012) clearly added that 
it has also become a social problem that requires urgent attention from the government 
and education systems. It is believed that youth who drop-out of school are more likely 
to exhibit or engage in antisocial behavior. However, this does not translate to all 
vulnerable and at-risk youth. For those youth that may engage in antisocial behavior 
Gustafson (2012) claims that the likeliness of them being on public assistance is 
greater. Sabates et al (2010) mentioned the aspect of cost to the taxpayers as one of 
the consequences of school drop-out and further agreed with Gustafson on the 
possibility of them depending on welfare and other government programmes for a 
protracted period. Not only will they be dependent on social services, they are likely to 
be unemployed, underemployed and segregated, resulting in them facing a 
challenging future that leave them with little room to succeed.  
 
Interestingly, Gustafson (2012) concluded that many learners who drop-out of high 
school are learners who are capable of graduating yet did not get the preventative 
support they needed or any type of intervention during their time in school. Skills 
intervention has the potential to engage learners and reduce the rate of school drop-
out. So, interventions that could curtail the high rate of youth drop-out from high school 
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is considered by Eckstein and Wolpin (1999) as a useful social goal. This is because 
when an individual is targeted in an intervention strategy, the benefits overflow to the 
society and economy. Contrarily, when there is no intervention that best suit their 
needs, the outcome is damnable. This shows the importance of environmental factor 
in the lives and wellbeing of the youth. The SCCT provides an explanation of the vital 
role of environmental factors on youth. 
 
2.4  PERSPECTIVE ON USING A COMBINED APPROACH IN EDUCATION SYSTEM 
The various challenge both in education system and economically call for change in 
education. These two concepts are interdependent in a specific way. Education has a 
direct influence on the economy. Thornburg (2000), as cited in Thomas (2010) 
emphasised that transformation in education will directly prepare learners for the 
challenging world of work and the redefined world, therefore having a positive impact 
on the national economy. The need for the transformation is due to the fact that the 
traditional kind of learning which Okocha (2009) called the ‘grammar type of education’ 
is no longer sufficient in the face of the individual and economic challenges trending 
worldwide. She further attributed the situation to be mismatched between the 
traditional ‘grammar’ education system and societal needs. Hence the call to make 
education more accommodating and flexible than it is now. 
The argument is that, according to Chepkemie et al (2012), the current educational 
system encourages rod learning and has no room for function skills. In addition to 
having little or no “systematic provision to explore the world of work” (Diale, 2015,p. 
10). Chepkemie et al (2012) postulated that the learners in the academic aspect end 
up only acquiring certification as an evidence of their achievements without any 
practical skills needed in the workplace. In other words, the opportunity to acquire and 
develop practical skills is mostly alluded to in the traditional academic schools. Simons 
(1980) as cited in Okocha (2009) stated that when teaching is focused solely on 
theoretical exercises to the exclusion of practical experience, the end lacks 
preparedness for jobs, and responsibilities of citizenship. So, the importance placed 
on the inclusion of vocational or practical aspect of education can never be over 
emphasised. Vocational or practical skills training are considered an integral part of 
the overall education system because as Hill and Helme (2005) stated, it broadens 
learning beyond the traditional academic curriculum. 
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There is a call and vast need to intertwine education and training for the betterment of 
the individual and the nation. Education and training combine theoretical aspect of 
learning within a parameter of a school, with practical aspect within an enterprise or 
organisational context (Kingombe, 2012, p. 28). According to Tripney et al (2013), 
“education and training are widely perceived to be relevant” for development. Akoojee 
(2008) agreed on the essentiality of education and training for both individual and 
national development. The Department of Higher Education and Training (2013) 
supports the integration of both theoretical knowledge and practical experience and 
emphasised their importance. Lamb (2011) clarified that acquiring both is relevant for 
meaningful employment. Acquisition of’ education and practical skills not only bridge 
the gap between education and employment, but OECD (2010) added that it provides 
a better match for some learners’ interests and aptitude. Interests and aptitude need 
nurturing as posited by Diale (2015), in order to pursue vocational need and partake 
in nation building. 
Therefore, the former South African minister of education, Naledi Pandor (2008)  
positioned education and training as a need for young people in order to meet the high 
level skills demand (cited in Akoojee, 2009, p. 121).  Young people need to acquire 
skills that will place them on the global map. This skill should be, according to Radwan, 
Akindeinde, Nwagboso, Sandall and Ugochukwu (2010), competitive, so as to be in 
high demand in the labour market. Cook (2013) emphasised that the provision of 
education and training that is relevant to the labour market avoids the need for policy 
interventions further down the line, to help individuals adapt to the labour market. This 
circumvents interventions that could be expensive once the individual has left 
compulsory schooling, so integration of skill training into the school system will be 
beneficial to the youth especially the vulnerable and at-risk youth. This is because it 
will enable them be financially independent and productive. King (2005), cited in King 
and Palmer (2007) even added that when skill training become part of a national basic 
education entitlements, young people from poorer families will definitely benefit more 
directly. 
2.4.1  Vocationalisation of secondary schools 
The attempt by education reformers to combine vocational and general curricula 
prompted what Lauglo and Maclean (2005) as cited in Adams (2007) referred to as 
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the vocationalisation of secondary education. The notion of vocationalisation of 
secondary schools has received attention for a long period of time, especially in Africa. 
According to Akyeampong (2002), vocationalisation of African secondary school 
curriculum was widely endorsed by organisations such as UNESCO and African 
governments. In contrast, Oketch (2014) stated that vocationalisation has never 
proven to be a straight forward solution or remedy to youth unemployment in sub-
Saharan Africa.  Wallenborn and Heyneman (2009) consider vocationalisation a 
necessity for secondary school-age youth. Ananiadou (2013) view vocationalisation of 
secondary education as a “process of including practical skills in the educational 
process” which allows for more insightful and integrated learning. According to Lauglo 
and Maclean (2005), the movement to vocationalise secondary education began in 
1970 in response to the dire need to include socially excluded, less privileged and 
disadvantaged group into the education and training system, in order to minimize the 
educational gaps (cited in Ananiadou, 2013, p. 45), and maximize opportunities. The 
motive is to make secondary education important and more aligned to employment. 
However, Foster (1965) cautioned that there is a contrasting view among the agency 
world and policy makers up to this day on the correlation between vocational 
curriculum and learners’ orientation to occupation (adapted from King and Palmer, 
2007, p. 4).  
Despite this, Cook (2013) stipulated that vocational learning is considered important 
education for young people in United Kingdom (UK) and “majority of pupils currently 
take at least one vocational course between the ages of 14 and 16 years. This is to 
empower the young ones with skills suitable for work life. Emulating the western 
countries, Ghana, Kenya, Mali and Swaziland embedded vocational element in their 
secondary schools (Kingombe, 2012, p. 27) to expose learners to basic skills 
knowledge which serves as a building block. Diale (2015) stated that vocationalisation 
will ensure the realisation of diverse talents in terms of skills acquisition. Vocational 
training in secondary education usher in vocational awareness and skill development 
fit for employability in accordance with societal and labour force need. Akoojee, Gewer 
and McGrath (2005) added that it “equips learners’ with the hands- on skills and the 
ability to apply knowledge to practical situations”, translating into positive attitude 
towards school, thereby increasing the chance of school completion. 
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The skills will enable the learners to find employment on leaving school or better still 
channel them to further vocational training (Akoojee et al, 2005, p. 134). Reports 
gathered from Africa, according to Raimi and Akhuemonkhan (2014), indicate that 
vocational training is necessary in improving the skills of secondary school learners. 
Hughes (2005) came to the conclusion that skills development leading to age-
appropriate TVET should be integral to education. 
2.5  TECHNICAL, VOCATIONAL EDUCATION AND TRAINING (TVET) 
According to Hughes (2005), UNESCO champions TVET as a significant aspect of 
education in their education mandate. King and Palmer (2007) said that TVET became 
highly prioritised from the very first World Bank projects on education. TVET is widely 
embraced as the vehicle that drives systemic changes. It is enshrined as stated by 
Wang (2012) in the right to education and right to work in international human rights 
instruments. According to Ananiadou (2013): 
The International Standard Classification of Education (ISCED), 
developed by the United Nations Educational, Scientific and Cultural 
Organisation(UNESCO) in 1997, specifies four levels of education 
and training pertinent to TVET: levels 2(lower secondary), 
3(upper secondary), 4(non-tertiary postsecondary) and 5(first stage  
tertiary, non-degree.)Within levels there are three types of  
programme orientation – type A(general),type B (pre-vocational), and 
type C (vocational or technical) – for direct into specific occupations 
From the conceptual point of view, Union (2007) stated that TVET transcends across 
educational levels (post-primary, secondary and even tertiary) and sectors (formal or 
school-based, non-formal or enterprise-based, and informal or traditional 
apprenticeship). In another instance, Okoro (1999) as cited in Raimi and 
Akhuemonkhan (2014) contextualised TVET as all formal and informal hands-on 
experiences/ skills acquired by learners/ trainees while learning a trade, craft or other 
practical vocations in the school setting.  Invariably, TVET embodies education and 
work. The definition of TVET is not static or definite. The most frequently used 
definition of TVET is that of UNESCO: 
TVET is “those aspect of educational process involving, in addition to 
general education, the study of technologies and related sciences and 
the acquisition of practical skills, attitudes, understanding and knowledge 
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relating to occupation… (cited in Tripney and Hombrados, 2013, p. 2) 
TVET is a deliberate education intervention designed to inculcate in learners’ essential 
skills required to make them more productive and effective in diverse areas of 
economic activity (cited in Raimi and Akhuemonkhan, 2014, p. 132). It is very broad 
and inclusive, and as Wang (2012) said, good for both the developed and developing 
world.  
2.5.1  History of TVET 
TVET emerged in response to industrial evolution in Europe and North America 
according to Anderson (2009) (cited in Ananiadou, 2013, p. 5). In Africa, an element 
of skill training and development was long in existence before the colony. Though in 
an informal way, different clans passed down their acquired skills such as fishery, 
carpentry, stonecutting, hunting, blacksmith, dancing, farming, sculptor and so on to 
their next generation through teaching, observation and mentorship. The young clan 
member is made to accompany his master to work and then learn the skill. Fluitman 
(2009) acknowledged that traditional apprenticeship has long been and still is a main 
source of technical and other skills at work in the informal economy. The formal kind 
of skill acquisition was introduced in Africa during the colonial period. 
 
TVET was introduced as a means to propagate the colonial master’s agenda and 
promote cheap labour, mostly in Africa. Ferej, Kitainge and Ooko (2012) explained 
that the locals were taught minor skills such as masonry, mechanised agriculture and 
carpentry. This is so the colonial masters can gain more produce and for the locals to 
take care of hard labour. In the South African (SA) context, vital skills were reserved 
for the privileged few, according to Diale (2015) to the exclusion of majority of the 
indigenous people. After the abolishment of colonisation, TVET experienced drastic 
change due to the fact that many skilled expatriates decided to leave various countries 
in Africa. Many colonised countries were faced with a period of uncertainty and a 
conflicting need of letting go the colonial masters, as well as letting go the needed 
trained human resources which was of the same package of colonialism. In SA, 
majority of skills were omitted from the schools that cater for the indigenous people 
(Diale, 2015, p. 4) 
Thereafter, the economic challenges that befell many countries in this modern time 
brought about a renewed focus on TVET. Emphasis was placed on the importance of 
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TVET and many countries adopted TVET to meet the needs of their economy and 
citizens. 
2.5.2  Current status of TVET in Africa 
Abdul-wahab and Afeti (2009) as cited in Kingombe (2012) stated that “the current 
status of TVET systems in Africa differs from country to country and are delivered at 
different levels in different types of institutions…” Each country implements the TVET 
system according to their needs. For instance, Oketch et al (2009) and Delluc (2002) 
(cited in Hagos Baraki and Van Kemenade, 2013, p. 497) reported that French-
speaking countries follow a more formal type of TVET system, while some English- 
speaking countries embrace both the formal and informal TVET system. Countries like 
Ghana and Kenya introduced TVET in their mainstream education and others have a 
separate institution for TVET after secondary school, while some countries like Nigeria 
adopted an enterprise-base model through apprenticeships (Kingombe, 2012. p. 28). 
Mostly, it is the government bodies and private organisations which include profit and 
non-profit organisations, NGO’S and church-based institutes that ensure the delivery 
of TVET (Union, 2007, p. 7). The latter are mostly responsible for training in the 
informal sector, which is popular in majority of African countries while the formal sector 
focuses on the industrial sector. 
 
In addition to this, the degree to which TVET is emphasised and adapted varies across 
countries. According to Ananiadou (2013), the varying degree is based on historical, 
social, economic and political factors, thus affecting the availability, and delivering of 
TVET in each country significantly. However, TVET in Africa is currently undergoing 
gradual reformation that is aimed at strengthening the course. The purpose of the 
reformation is to improve TVET functionality within the continent. This gave rise to the 
formation of various National Training Authorities in the southern region and other 
countries like Nigeria, Ghana and so on. According to Kingombe (2012), Ghana, 
Botswana and South Africa have modernised the traditional apprenticeship schemes 
to programmes that permit movement into the national training system. The national 
training system is an umbrella body that regulates the operations of TVET. 
 
In conclusion, some countries established the National Qualification Framework to 
promote unity amongst various TVET systems. For instance’ the South African 
33 
 
National Qualifications Framework is one such establishment and it “provided a 
mechanism for awarding qualifications based on the achievement of specified learning 
outcomes prescribed by industry” (Union, 2007, p. 7). 
2.5.3  Challenges of TVET system 
The challenges faced by TVET system are enormous. TVET in many countries 
experience similar challenges, but at different levels. It is widely believed that the 
challenge of TVET in Africa transcended from the colonial period (Akoojee et al, 2005, 
p. 137). During colonisation, TVET was a tool of oppression, suppression and 
segregation, used by the colonials to propagate and promote according to Ferej, 
Kitainge and Ooko (2012) their ulterior motive and sense of superiority. The action of 
colonialism concluded by Foster (1965), directly influences even to date the 
perceptions of TVET in Africa (cited in Ananiadou, 2013, p. 5) as inferior. Ismail and 
Mohammed (2015) stated that often people considered TVET a second class 
education compared to its counterpart. The academic education was not only 
portrayed as one for the elites and the competent but also prioritised as the only 
acceptable route to the university or further studies, and as Ananiadou (2013) added, 
better at providing opportunities in the labour market. 
 
On the other hand, it is assumed that with TVET it is exceedingly difficult to progress 
to higher education like its counterpart. This is attributed to the fact that TVET courses 
are assumed to be designed to promote competence in a particular chosen occupation 
and not to progress to higher level (SADC, 2011, P. 5). Secondly, TVET tends to be 
exhibited as an option for the less competent and for academically dull people. Hughes 
(2005) posited that it is viewed as the “fall-back position for those who did not succeed 
in the more academic streams” thus resulting in what Ferej, Kitainge and Ooko (2012) 
called primacy effect: an inability to form positive views about TVET. The negative 
perception affects the enrolment, provision and quality and according to Kingombe 
(2012) its status in Africa. TVET’s poor status may be difficult to alter, Akoojee, Gewer 
and McGrath (2005) reiterated this suggesting that an attempt at attitudinal change is 
highly complex. 
 
Furthermore, TVET in many African countries is burdened with the inability to 
penetrate the workforce. This is because, according to the Union (2007), the training 
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programmes are not consistent with the world of work. Mostly TVET curricula is 
designed or formulated without the input or proper consultation with the industries in 
charge of work and economy. In other words, the industries are isolated and their 
involvement is minimal or not at all (Akoojee et al, 2005, p. 37). And without proper 
dialogue between these two sectors, TVET will continue to be alienated and less 
significant. Akoojee et al (2005) therefore emphasised the need for the curriculum to 
align with the needs of the industries, elaborating that the interaction will help integrate 
graduates into the industry or world of work. However, interaction may not always be 
meaningful or productive because of conflicting ideas, lack of participation on either 
side or even systemic hindrance such as resources. 
 
In addition, TVET in most countries is viewed as expensive because of the fee charged 
to the learners and their parents. In support, Ananiadou (2013) acknowledged that 
evidence from countries like China, Indonesia and India show a vast difference in cost 
between vocational and academic education with vocational schools several 
percentages higher for each learner. Simiyu and Sambu (2014) stated that parents in 
countries such as Kenya and China are even made to pay for the cost of equipment 
and tools. This cost to the learners and their parents enable maintenance of TVET as 
funding is a problem. Chepkemie et al (2012) confirmed that African TVET is faced 
with the issue of funding. Investment into TVET is viewed with caution and even 
questioned. The argument is that their rate of return is not satisfactory. It is based on 
the basis of their low rates of return and high costs that many agencies have justified 
their reduction of support to TVET systems since the beginning of the 1990s (Akoojee 
et al, 2005, pp. 145-146). Consequently, according to Ananiadou (2013), funding dried 
up, thereby affecting TVET’s effective implementation. 
 
Also, Polesel, Helme, Davies, Teese, Nichulas and Vickers (2004) hinted on the issue 
of pedagogy, which is related to subject knowledge and teaching skills. Most TVET 
institutes in Africa lack skilled and qualified teachers. For those that have teachers 
they are mostly unable to translate curriculum to practical realities (Raimi and 
Akhuemonkhan, 2014, p. 134) because of lack of appropriate infrastructure and 
resources. Court and Dharam (1974) as cited in Simiyu and Sambu (2014) associated 
the success of TVET programmes especially in the developing world to availability of 
adequate infrastructure, accessibility of relevant facilities and resources and 
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availability of properly trained teachers. Generally, the quality of TVET is intertwined 
with infrastructure, resources and equipment. 
 
However, overriding these challenges Hughes (2005) concluded that “the lower status 
of TVET, and the stratification associated with it, are not necessarily negative if there 
are other benefits obtained…” The TVET system is capable and has the potential to 
positively impact different spheres of life. 
2.5.4  Potentials of TVET 
Skilled human capital is perceived as the answer to the economic challenges faced by 
the world, especially the developing world. Chepkemie et al (2012) believes that there 
is a correlation between skilled human capital and national development. To him, lack 
of human skill among other things hinders national development, in addition to 
personal development. TVET has been considered to play an important role in 
improving human capital. Hughes (2005) concurred that TVET has the potential to 
contribute to human capital formation. According to Hartl (2009), TVET empowers 
people with the initial skills required in the labour market, and have the ability to up the 
skill, in order to remain relevant. Maclean, Wilson et al (2009), believe that TVET is an 
effective means to tackle the issue of increasing number of youth unemployment which 
affects the labour market (cited in Kingombe, 2012, p. 4). It contributes immensely in 
knowledge and practical skills acquisition that enables people to not only earn a living 
but also enjoy a comfortable quality of life.  
 
Furthermore, Hughes (2005) points out that TVET is committed to skills development 
for employability, stressing the importance of functional literacy for the world of work 
and for sustainable livelihoods. This functional literacy he reasoned is particularly 
relevant to the most vulnerable groups in society (p. 262). Union (2007) agrees that 
different groups of people can benefit from TVET programme, especially the 
vulnerable in society. Justifiably, Diale (2015) stated that ‘TVET could provide better 
learning and work opportunities for youth at-risk who might not have the opportunity 
to continue their FET phase after completing the compulsory GET phase due to 
various socioeconomic challenges’. In support, Bradley, Lansing and Stagner (2013) 
said that preparing and setting the vulnerable and at-risk youth on the path towards 
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jobs will contribute immensely to their well-being, in addition to increasing their 
likelihood of becoming independent adults. 
 
TVET can directly connect individuals to a career path (Hill and Helme, 2005, p. 6), as 
exposure and experience enable one to confirm if what they are doing is what they 
would like to do as a career. Hill and Helme (2005) postulated that it provides the 
opportunity for career exploration, thereby unlocking potential and compressing the 
possibility of ‘Talent waste’ (Okocha, 2009, p. 81) TVET promote uniqueness and sets 
people on different paths of occupation while according to Lamb (2011), allowing a 
common core of knowledge and value. It will ensure skills distribution, high level of 
productivity, personal and national growth and empowerment. Raimi and 
Akhuemonkhan (2014) agree that it is an important skill-oriented education geared 
towards employability and national development. 
 
Although the role and significance of TVET is undeniable, Tripney et al (2013) 
emphasised that it may not create additional employment, rather it increases the 
advantage to be employed. In addition, it is unlikely that TVET alone will solve the 
social problems or meet all the needs of the disadvantaged youth, however, Adams 
(2007) categorically stated that “good quality TVET that is closely linked with strong 
employment growth and aligned with the skills in demand in labour markets can payoff 
for these youth” In conclusion, TVET has a socio-economic advantage and potentials 
for all. 
2.6  THEORETICAL ORIENTATION OF THE RESEARCH STUDY 
 According to Goldberg and Allen (2015), “the term theoretical framework refers to the 
explicit statement of the particular schools of thought from which the concepts used in 
the study were derived and how they are integrated to build a case for the research 
study”. The schools of thought that relate to and were used in this study are Social 
Cognitive Career Theory (SCCT), Hope theory and Work hope theory. The use of 
diverse theories is to shed more light to my research phenomenon (Goldberg and 
Allen, 2015, p.5) because my research is about the vulnerable and at-risk youth, it was 
necessary to look at their career needs and factors that surround these needs. Making 
a living and having a sustainable livelihood is part of human existence and considered 
an indispensable aspect of all individuals thus the emergence of career development.  
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Brown (2002) stated that career choice is both an option and a responsibility in our 
society. Career choice or interest as a prerequisite of career development has become 
increasingly important in human development. One has to have a career choice before 
it translates to career development. Career development is deemed necessary for all 
youth as people are born with unique qualities that differentiate them from others. 
Achievement in one’s chosen career contribute to life and work satisfaction, however, 
this achievement does not always come easy, and this have significant effect in the 
broader welfare of individuals, families and communities (Brown,2002, p. 85). 
Environmental factors can either nurture or deter one’s career aspiration and 
development. SCCT elaborated on the process of career development and further 
provided an insightful explanation on factors that may affect this development. In 
addition, hope can be very significant in career aspiration and achievement. Thus, the 
inclusions of Hope theory to explain the important of the concept hope in career 
development. 
 
2.6.1  Social cognitive career theory (SCCT) 
Social cognitive career theory (SCCT) was founded by Lent, Brown and Hackett 
(1994) and it broadens our understanding of how people develop interest and career 
choices. Lent, Brown and Hackett (1994) stated that SCCT provides a new lens for 
better understanding of how people form career interests, make career decisions and 
attain varying levels of success in educational and occupational pursuits. According to 
Blustein (1999) cited in Kelly (2009) SCCT is one of the most influential theoretical 
perspectives in career development. This is because of its broad perspective on career 
achievement and also its integration of various factors in explaining career 
development.  
In SCCT, personal variables such as self-efficacy, outcome expectations and goals, 
are seen as important as they interact with other aspects of the person and his/her 
environment such as social support and barriers to help and this shapes the course of 
career development (Lent, Brown and Hackett,2000, p. 36). My interest in SCCT and 
its suitability for my research is because it does not only emphasis intra or personal 
factors that contribute to career choice, but also include factors such as social, cultural 
and economic that can mar one’s ability to exercise vocational choice (Bowman 
(1993), cited in Fabian 2000, p. 263). Lent et al (2000) agreed that objective and 
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perceived environmental factors can influence individuals’ career development. For 
instance receiving quality and adequate education that will help boost skill acquisition 
could contribute to at-risk youth envisaging school and learning positively which could 
ultimately help them in career development. 
These environmental factors can affect individuals positively or negatively beyond their 
control, however the manner individuals respond to or “construe the environment and 
themselves also affords the potential for personal agency in one’s career 
development” (Lent et al 2000, p. 37). In this theory, there is an important interaction 
between one’s personal variable related to career choice and career development and 
one’s environment. Leung (2008) maintained that career choice is an unfolding 
process in which there is a mutual influence between a person and his/her 
environment. These varied environmental variables can “moderate and directly affect 
the process by which people make and implement career-relevant choices”. (Lent et 
al, 2000, p. 38). 
For instance, when an individual envisages the environment to be favourable and less 
adverse, they are likely to translate their interest into goal and subsequently goal into 
action. In the case of at-risk youth, when there is an environmental support such as 
skill intervention strategy, their career interest will turn into an attainable goal, which 
they will translate into action. Conversely, if they perceive the environment as hostile 
or an insurmountable barrier, then the lack of suitable support, may not be motivated 
to turn their interest into goals and goals into actions. So, SCCT illustrate the 
importance of a social support environment in career decision and efficacy (Leung, 
2008.p. 126). Explainable and favourable environment support in the form of skill 
exposure will pave the way for motivation, which will lead to skill acquisition, resulting 
in career efficacy for vulnerable and at-risk youth. 
2.6.2  Hope theory 
Hope theory is coined by Snyder, Shorey, Cheavens, Pulvers, Adams III, and Wiklund 
(2002) as a cognitive motivational model. Snyder (1995) elaborated the concept of 
hope as a goal-directed cognitive process and coping strategy (cited in Taylor, 
Hutchinson, Ingersoll, Dalton, Dods, Godden, Chin and De Lugt 2015, p. 160). The 
concept of hope has long been in existence in wishful thinking and everyday activities, 
both socially and religiously. According to Snyder, Feldman, Shorey and Rand (2002) 
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stipulations, “majority of lay people see hope as an affective phenomenon experienced 
when all practical ways of achieving a desired end have been exhausted”. Tong, 
Fredrickson, Chang and Lim (2010) agreed that a layperson may be hopeful that their 
goals can be reached even though they have no clue of how this belief will come to 
pass. Nonetheless, the latter authors pointed out a discrepancy between Snyder’s 
model of hope and the nature of hope as experiences by people. Hope can be flexible 
in use, and it’s applicable to various aspects of life. Chang and Banks (2007) referred 
to Hope theory as one of the most promising and comprehensive models of hope to 
emerge in the scientific literature.  
Snyder and Lopez (2002) portrayed hope theory as a strength-base construct that is 
part of the newly emerging positive psychology field. From the positive psychology 
perspective, hope has a central role in fostering motivation and influencing human 
behaviour (Kenny, Walsh-Blair, Blustein, Bempechat, and Seltzer, 2010, p. 206). 
Indeed, hope is a strong motivator of achievement and helps individuals to apply 
themselves determinably. Adapting the definition of hope by Snyder, cited in Taylor et 
al (2015), hope is a “perceived capability to derive pathways to desired goals and 
motivate oneself via agency thinking to use those pathways”. According to Snyder, 
Shorey, Cheavens, Pulvers, Adams III, and Wiklund (2002), hopeful thinking 
necessitates both pathways and agency thought. Presumably, agency is a strong will 
to pursue a goal while pathway is a deliberate strategy that leads to goal actualisation. 
Hirschi (2014) explained that hope has a unique contribution which combines agency 
and pathways thinking, as such, it is more specifically concerned with the actions one 
can take to achieve positive future outcomes (p.3). Snyder (2002) concurred on the 
uniqueness of hope theory in that, it focuses on reaching future positive goal-related 
outcomes.  
 Tendentiously, Tong et al (2010) research finding suggests that hope as understood 
by the layperson is only associated with agency thinking and not with pathways 
thinking. This goes to say that though people may have a desire or strong will to 
achieve a goal, they may not necessarily have a specific plan on how to reach the set 
goal. Arguably in hope theory, when there is an intense desire towards a goal, there 
will be lay-out plan(s) to actualise the desire. This action gives birth to hope. To 
translate, desire + planned strategy = hope. In support, Medvide (2014) study revealed 
that sufficient presence of pathways thinking and agency thinking always precedes 
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hope.  Affirmatively, hopeful thinking always consists of, according to Snyder, 
Feldman, Shorey and Rand (2002) components such as goal, pathways thinking and 
agency thinking. Emphasising pathways and agency, Snyder promoted both, said 
Taylor et al (2015) as a ‘must present’ before a goal can be achieved. Snyder, Shane, 
Lopez, Hal, Shorey, Kevin, Rand and Feldman (2003) added that both components 
are necessary, and argue that neither is sufficient in itself to sustain successful goal 
pursuit. That is why Snyder, Feldman, Shorey and Rand (2002) concluded that they 
are functionally inseparable. In other words, they both have mutual influence on a goal 
and are interrelated. 
The definition of a goal from the framework of Hope theory is “anything that an 
individual desires to get, do, be, experience or create”, (cited in Snyder et al, 2003, p. 
122) which could either be big or small, short term or long term. Snyder, Feldman, 
Shorey and Rand (2002) added that goals are the targets of mental action-sequences 
and they anchor purposive behavior. Hope makes individuals deliberately strive 
towards self-induced pathways to own goals. To say it differently, hope tends to enable 
and motivate individuals towards goal setting and attainment. Evidence from Chang 
and Banks’ (2007) findings portrayed constructive goal-seeking behavior as one of the 
tenets of Hope theory. However, hope is not limited to only goal-directed cognitive 
process, according to Snyder, Feldman, Shorey and Rand (2002), it also consists of 
“a hierarchically organised system of beliefs regarding one’s ability to successfully 
engage such a thought process”. These beliefs are classified into three different levels 
of abstraction, namely, trait hope, domain-specific hope and goal-specific hope 
(Snyder, Feldman, Shorey and Rand, 2002, p. 2), of which work-hope is embedded in 
the domain-specific level. 
 Although hope is universal, it is an abstract concept, and people differ in their 
understanding and perception of its meaning. Evidence from studies suggests that 
hope and hopeful thinking is mainly influenced by one’s context. In a study conducted 
on school age youth in South Africa and Tanzania, the learners hopeful thinking was 
tied to the meaning they attached to or how they view their environments (Medvide, 
2014, p. 33), correlating to SCCT theory. So, environmental factor(s) may determine 
the level of one’s hope. Integrating Hope theory in education setting, Snyder, Shorey, 
and Rand (2008) emphasised the importance of instilling hope in academically at-risk 
learners (p. 171). Riele (2010) counters the notion by questioning the applicability of 
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hope in the lives of marginalised groups. In other words, are hopeful thoughts enough 
to drive motivation? Kibby (2015) argues that hope can be useful in education to help 
learners develop goal setting and a sense of agency by building on their strength. 
According to Snyder’s (2002) findings, there may be opportunities to use Hope theory 
to benefit learners who are at various stages in their educational journeys. Snyder, 
Shorey, Cheavens, Pulvers, Adams III, and Wiklund (2002) proposed that learners’ 
level of hope lead them to choose learning or performance goals.  
In conclusion, as adapted from Snyder (2002), it is beneficial to identify “academically 
at-risk low-hope learners and target those for interventions in order to boost the level 
of their hopeful thought”. So, hope is related to academic performance, and as Snyder 
and Lopez (2002) points out, could enable learners stay on task in their academic 
endeavours. However, Day, Hanson, Maltby, Proctor and Wood (2010) question the 
uniqueness of the relationship between hope and achievement and pointed out the 
possibility of achievement being attributed to a third variable. Notwithstanding, hope 
offers advantages for conceptualising academic motivation (Snyder, Shorey, 
Cheavens, Pulvers, Adams III, & Wiklund, 2002, p. 823) 
2.6.2.1   Work hope 
Juntunen and Wettersten (2006) saw the need to incorporate Snyder’s Hope theory in 
the context of work. As stated above, work hope is one of the variables imbedded in 
domain-specific hope of Snyder’s belief levels of abstraction. Medvide (2014) stated 
that work hope is an extension of Snyder and colleagues’ theory by describing the 
mutual relationship between pathways and agency in the vocational context. Work 
hope increases the effort that is put into the activities that leads to career achievement. 
Kenny et al (2010) posits that work hope initiate positive attitudes towards academic 
and career planning. In Medvide’s (2014) definition, work hope “as a positive 
motivational state specifically within the vocational domain and characterised by the 
ability to plan and the motivation to carry out steps to achieve work-related goals”. In 
other words, work hope enables individuals to plan and devise necessary means 
towards career attainment. Therefore, work hope is referred to as a support and 
achievement belief (Kenny et al, 2010, p. 205). According to findings of Diemier and 
Blustein (2007) study, vocational (work) hope has a considerable tie with work lives of 
urban adolescents. However, work hope is beneficial to everyone. 
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Juntunen and Wettersten (2006) suggest that work hope provided a better 
understanding of the vocational needs of disenfranchised population. Work hope could 
be very significant for my research participants whose hope for further education 
seems to be tainted by social and economic barriers. Medvide (2014) considered work 
hope a viable interventional option that will help disenfranchised learners transcend 
whatever barrier that negatively impact their career decision and pursuit. This said, 
work hope will resonate with the vulnerable and at-risk youth because it will enable 
them to work hard in their academic task, knowing full well the positive impact on their 
future career. The study conducted by Kenny et al (2010) portrayed work hope as a 
predictor of achievement-related beliefs. As stated by Diemer and Blustein (2007), 
occupational attainment may be potent in empowering marginalised groups. Juntunen 
and Wettersten (2006) believed that work hope can help at-risk youth to view 
themselves and their future differently. Elaborately, work hope will motivate these 
youth to be engaged in learning, and persist in tasks. Taylor et al (2015) concurred 
that indeed, work hope has the potential to motivate at-risk youth to navigate and 
negotiate their way to achieve a set academic goal. Thus Thompson, Her, Nitzarim 
(2014) proposed that “designing interventions to increase work hope may be useful” 
for all youth, but especially those youth with high possibility of not attaining their career 
aspirations.    
2.7  CONCLUSION 
Looking into the educational and occupational attainment of many vulnerable and at-
risk youth, one will realise that there is a major impediment in their career development 
compared to their peers. The vulnerable and at-risk youth are mostly confronted with 
diverse challenges beyond their control, which affect different aspects of their lives. 
Academically and career wise, unalterable factors play a huge role in their outcome. 
Since some factors that predispose these youth to vulnerability cannot be altered, 
efforts should be made to make learning more interesting and worthwhile, so that they 
will have beneficial and positive experiences and attitude towards school.  
 
Without a positive attitude towards school, the individual tends to lose focus which 
often ends in school drop-out. School drop-out has pervaded the school system in 
recent times, contributing to the economic challenges the world is faced with. Drop-
out leads to many social and financial problems. Learners who drop out of school are 
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often without jobs and most time rely on government support. This realisation of social 
exclusion and career stagnation for the vulnerable and at-risk youth prompted the 
need for intervention that will keep them at school until completion, or at most, if not, 
they would have acquired skills that will set them on the path of employment. 
 
Education and skill development that lead to occupation attainment are relevant and 
central in this modern time. The interlocking role of these two variables in an 
individual’s wellbeing is reaffirming and comforting. Integrating TVET will not only be 
beneficial to individuals but a good cause and venture towards national development. 
Gone are the days when TVET was disregarded and its beneficial element ignored. It 
has become a necessity and an indispensable link between education and the world  
of work. 
 
The next chapter will provide background information of the participants and also 
details of data analysis, ranging from the steps that was taken to analysed the data, 
how the themes were derived from the data and the process of coding. The derived 
themes will discussed with details using existing literature. 
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3 CHAPTER THREE: DATA ANALYSIS, INTERPRETATION AND 
DISCUSSION 
3.1 INTRODUCTION 
My research study aims to explore the technical and vocational skills needs of 
vulnerable and at-risk youth in a Johannesburg school. In line with the aim of the 
research study, data collected was analysed. In most cases, skills needs for every 
individual are personalised. In other word, every individual has his/ her unique skills 
needs and each individual’s needs are attuned to his/ her personality or personal truth. 
The participants in this study overtly and covertly related what skills they need and 
possess. This chapter provides a descriptive and comprehensive discussion of the 
data obtained, co-constructed and availed by the participants for the clear 
consumption of the readers. The purpose is to gain a deeper insight into the skills 
needs, development and acquisition of the participants. 
Various themes emerged from the thorough analysis of the data collected, and 
microscoped through existing literature. In addition, these themes are solidified by the 
participants responses, derived from the transcript, for authenticity. It is important to 
note that the themes generated are enshrined in the objective and theoretical 
framework of my research. In other words, they are attuned to my aim of wanting to 
ascertain the skill needs of vulnerable and at-risk youth.  
Though the participants are part of the population for my research and their opinion 
vital, it goes to say that they are only a segment of vulnerable and at-risk youth. In 
other words they are only representatives. A representative as defined by Du Plooy 
(2009) is a sub-set of the population that reflects the population’s characteristic. In this 
instance, being vulnerable and at-risk 
3.2  OVERVIEW OF DATA COLLECTION AND ANALYSIS 
The previous chapters provided the readers the purpose of this research. It started 
with an explanation of my research design, paradigm, sampling and method. This was 
followed by literature review. To capture the process of data collection and analysis, 
the first step was identifying the context. So, to be able to have a true representative 
of my research population, I was referred to a specific school for street kids (see 
1.5.3.2.3). This school as previously explained, is purposely for children that are 
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vulnerable. It is appropriate for my research study as I needed the participants in the 
context of the school. The acting principal designated one of the staff to help with the 
arrangements. The designated person helped with the preliminary introduction and 
communication of intention. 
 I acknowledge the designated person’s effort in reaching out to the care-giver of those 
participants from the shelter. It must be emphasised that the participants were 
amazing as they lend their voices and provided the information that made this research 
a possibility. After the participants showed their willingness, permission was obtained 
via signed assent/ consent from them and their parents/ guardian. The journey of 
obtaining data began. The research participants came from different spheres of life 
and it was evident that they are a from vulnerable background. Most of them came 
from a large family, comprising of 4-10 members. Though the selection of the 
participants was intentional even before I got to know their background, having 
participants with such diverse vulnerable backgrounds was coincidental. Below is the 
profile of each participant: 
Table 3.1: Background information of the boy’ participants 
Participant A P’A is originally from Zimbabwe but his parents migrated to South 
Africa some time ago. He was 14 years old at the time of the 
research and lives in the south of Johannesburg with his father 
and mother, together with his 2 younger brothers. His parents are 
not university graduates, but they finished high school. P’A’s 
father is a fashion designer (tailor) and his mother works with an 
industry that supplies products. 
Participant B P’B is from New castle in Kwazulu-Natal (KZN) but lives in a 
shelter for almost 4years now. He is 16 years old 2 months after 
this interview. P’B used to stay with his granny before he moved 
into a shelter to support and encourage his schooling. He is from 
a large family; his father, mother, 7 brothers and 3 sisters (this 
includes his half siblings from his father). Both parents didn’t go 
to tertiary training. His father is a truck driver and he doesn’t know 
what his mother does for a living. His elder brother only completed 
high school and now works at Shoprite. 
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Participant C P’C is from New castle in KwaZulu-Natal. He is 17 years old and 
orphaned. He lost his father in 2012 in a car accident. His mother 
died in January 2017 due to illness. P’C left school for 3 years to 
take care of his ill mother. After her death, he was moved to a 
shelter in Johannesburg a few months later.  He has been in the 
shelter for two months before the interview. His parents are not 
graduates. His father was a taxi owner and his mother was a 
housewife. He has 7 siblings; 4 sisters and 2 younger brothers, 
and 1 half sibling. His 2 elder sisters did not finish high school and 
are not working. 
Participant D P’D is from rural part of Eastern Cape but resides in 
Johannesburg with his mother and 2 brothers. He is 14 years old 
and being raised by a single mother. His mother is a university 
graduate and a social worker. 
 
Table 3.2: Background information of the girls’ participants 
Participants 
A&C 
P’A&C are 17year old identical twins. They are originally from 
Zambia but migrated to South Africa with their parents when they 
were younger. They reside with their father, mother and 2 
younger brothers in Johannesburg. Their father is a graduate and 
their mother didn’t finish high school. Currently their father is 
teaching at a college. Their mother initially had a shop where she 
sold clothes. When the business crumbled she became a 
housewife.  
Participant B P’B was born here in South Africa but with a strong Zimbabwean 
influence. Both parents are Zimbabweans. She is 15 years of age 
and lives with her parents and 5 siblings; 4 boys and 1 sister in 
Johannesburg. Both parents are not graduates and her mother 
didn’t finish high school. Her father is a security guard and her 
mother is a domestic worker. Her eldest brother is an 
undergraduate of Tourism and Engineering. 
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These participants were all in grade 9 at the time of the interview and they are all black 
Africans. They are from diverse backgrounds and of different age ranges. 
At a later stage, some learners showed interest of participation, however the sampling 
number had been reached. Though it exceeded the initial number by two to make the 
number 8 (4 girls and 4 boys), one of the female participants was no longer available 
as the process progressed, leaving me with 7 participants. One of the two male 
participants who lives in a shelter is orphaned, having lost both his parents. Before the 
death of his mother, he took care of her in her sickbed and also his younger siblings 
which lasted for 3 years. Due to this, he missed school for 3 years. Few months prior 
to our meeting, he was placed at a shelter. At present, he is not conversant with what 
is going on at school. He struggles to comprehend information and he is not fluent in 
English. He has dreams and aspirations but he knows that these dreams might not be 
actualised due to some (according to him) challenges. The parents of four of the 
participants (1 boy participant and 3 girl participants) are immigrants from 
neighbouring countries. These children are witnesses to the challenges faced by their 
parents such as unemployment and low-income jobs that hardly sustain the family. 
One of the male participants is of a single parent. It is only the mother (single parent) 
of this participant and the father of 2 female participants (actually these 2 participants 
are identical twins) who have a tertiary education. The other parents either completed 
matric or they didn’t finish high school. 
The first session was the compilation of a collage. I started with the female participants, 
they all came up with at least 3 different career choices in which we determined their 
skill needs. They were presented with A3 cardboard papers, stationery, a table and 
chair, scissors, magazines and newspapers. The instruction was to create their ideal 
or dream career collage using information from the magazines and newspapers. They 
were also asked to use words, drawings and phrases that related to them and their 
needs. The participants engaged with the collage. The activity lasted approximately 1 
hour including constant liaison between them and myself.  The male participants 
underwent the same process.  Below are their respective collages: 
48 
 
 
 
 
Figure 3.1: Girl participant A 
 
Figure 3.2: Girl participant B 
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Figure 3.3: Girl participant C 
 
  
Figure 3.4: Boy participant A  Figure 3.5: Boy participant B 
 
 Figure 3.6: Boy participant C  Figure 3.7: Boy participant D 
To cap the process, the participants and I engaged in a group discussion about the 
collage. When I discovered that I didn’t gather enough information with the female 
participants; as I was a novice researcher, I went back for a follow up.  I was aware 
that some participants are introverts as opposed to extroverts and found it difficult to 
divulge some information openly. So, an individual interview was also conducted. The 
group discussion and individual interview provided more in-depth information about 
their knowledge of skills, the skills they needed and how the skills are related to what 
they want to be (career pursuit). In addition, the group discussion and individual 
interview was audio recorded. I was invited into their future career aspirations and skill 
needs as we converse.  
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3.3  OVERVIEW OF DATA ANALYSIS 
Both the group discussion of the collage and individual interview was transcribed 
verbatim. The data was thoroughly analysed and categorised. To analyse, I followed 
the flexible steps stipulated by Terre Blanche et al (2006): 
 
Table 3.3: Steps of engaging in an interpretative analysis 
Step 1 Familiarisation and immersion 
Step 2 Inducing themes 
Step 3 Coding 
Step 4 Elaboration 
Step 5 Interpretation and checking 
 
3.3.1  Familiarisation and immersion 
Here, Terre Blanche et al (2006) prioritised engaging oneself with the data collected. 
It is essential that a researcher creates a personal relationship with the data in which 
he/she gets to know every bit of information contained therein. According to Ogden 
and Bilken (1982), when analysing data qualitatively, one has to be immersed in the 
data, organise it into groups, understand the inherent patterns, decide what is 
important and communicate it to others (cited in RSC 201H, 2009, p. 239). I immersed 
myself in my transcript and notes. To develop a kind of familiarity I had to go over the 
data again and again. I went through the written words, grouped them, and then 
searched for meaning and themes. 
Though the process was strenuous, I had to constantly ask myself ‘what is this saying 
to me’. In other words, I engaged with the content for information that I might derive 
from it.  
3.3.2  Inducing themes 
As earlier stated, I thoroughly studied my data to ascertain the underlying principle 
inherent within which Terre Blanche et al (2006) referred to as a bottom-up approach. 
In going through the data, I searched for and identified themes inherent in the data. 
After which I filtered them to use those themes that augur well with my research 
51 
 
purpose. Many studies have acknowledged the relevance and use of thematic analysis 
in qualitative analytic method. This technique is more suitable because, according to 
Braun and Clarke (2006), it helped me to identify, analyse and report patterns (themes) 
within data. Thematic data analysis provided a rich detailed description and 
organisation of data and enabled me find patterns which helped in the reporting of the 
findings, and recommendation. 
3.3.3  Coding 
The emphasis on the use of coding by Terre Blanche et al (2006) enabled me to 
establish useful content materials that are related to my themes. Du Plooy (2009) 
comments that, the main purpose of coding is to convert responses to interviews into 
analysable data. As I immersed myself in the data, I consistently highlighted materials 
in terms of phrases, comments made by the participants that would add relevancy to 
or make my themes ‘thick’. These materials were labelled accordingly. Terre Blanche 
et al (2006) explained that coding entails “the breakdown of the body of data into 
labelled meaningful pieces, with a view to later clustering the ‘bits’ of coded material 
together under the code heading and further analysing them both as a cluster and in 
relation to other clusters”. The coding of the data helped me to put the process into 
better perspective. 
3.3.4  Elaboration 
I worked with the materials through the process Terre Blanche et al (2006) identified 
as elaboration. In this process, the data was critical analysed, going back and forth. 
The purpose is to ensure that information is provided, and that there is adequate 
understanding. This I achieved by making sure that I thoroughly engaged and 
deliberated on the materials and coding. I wanted to ensure that I left nothing out or 
overlooked any iota of useful information. Terre Blanche et al (2006) called this 
process of deliberation on the data ‘thorough analyses’. 
3.3.5  Interpretation and checking 
In this stage the generated themes were assigned headings accordingly. As Terre 
Blanche et al (2006) puts it, this step required a written account of the phenomena that 
I studied which I presented through thematic categories derived from my analysis. The 
materials that supported the themes were reviewed and I looked to see if the 
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correspondence was accurate. Put differently, the patterns that were identified in the 
data were reviewed to determine how this pattern correlated in my data. Terre Blanche 
et al (2006) referred to these patterns as themes. 
 
To comprehensively interpret the themes, I based it on existing literature. However, 
Terre Blanche et al (2006) advised that measures should be taken to ensure that I do 
not feed my preconceived notion about my phenomenon thereby overlooking 
information that matters. With carefulness and caution, I also reviewed my position as 
a researcher. Looking into any prejudice or biasness about the phenomenon that I 
may have, that might have an undue negative effect on my study. For instance, I 
needed to bracket the tendency to force the data to fit my identified themes. Rather I 
was flexible in changing my categories when there was no enough data to justify them.  
Finding patterns in which themes are derived relates to consistency and, according to 
Terre Blanche et al (2006) repetition. He further referred to this occurrence as 
‘repeatable regularities’. There must be consistency in the data to form a pattern. 
Contrarily, Terre Blanche et al (2006) emphasised that identifying themes is not only 
based on repetition but can be an inferred link between two moments in time, such 
that one is assumed to cause the other. Throughout the process, I strived to be 
present, listened, and be as empathetic as I needed to be, at the same time engaged 
in self-reflection containing my thought and emotions in order not to interfere so much 
in the process. 
3.4  OVERVIEW OF THE FINDINGS 
All humans have needs but skills needs have become urgent for the vulnerable youths 
and prioritised as important for survival. Thus, the aim of my study, which is to explore 
the technical and vocational skills needs of vulnerable and at-risk youth prompted and 
guided the data analysis and theme-orientation of my finding. This is a participatory 
action research that advocates for a change in the educational context of certain 
individuals. The finding is to bring awareness to their needs so as to provide the 
necessary and appropriate support and intervention that will empower and enable the 
vulnerable and at-risk youth to lead a better and prosperous life and rise triumphantly. 
As stated in chapter one (1.8.2), vulnerability is not a choice but circumstantial. Youth 
who are vulnerable are in the first place human beings before their situation. It is a fact 
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that circumstances predisposes one to vulnerability however such a situation is not 
fixed or rigid, and can be altered.  
 
Clearly, the government provides support such as grants, which is useful and needed 
but it only meets aspects of their needs for a short time. Appropriate practical skills 
acquisition for these individuals has a long-term purpose which will meet diverse 
needs, and most importantly is of growth strategy which is in line with Maslow’s self-
actualisation needs. Amongst other things, acquiring the needed skills will grant them 
social independence however this is dependent on an individual’s determination, effort 
and zeal to actually acquire the skills and put the skills into practice. 
Table 3.4: Summary of career collage and discussion for the boys 
Participant A B C D 
Main career 
choice 
Policeman Teacher Scientist Engineer 
2nd choice 
(Sports) 
Cricketer 
Soccer- player 
Soccer- player 
Goal -keeper 
Soccer -player 
Boxer 
Rugby- player 
3rd choice  
(Art) 
Actor 
Cartoonist 
 Singer(rapper) Singer 
Skills 
possessed 
Drawing 
Spray-painting 
Acting 
Painting 
Soccer -skills Making 
computer 
Building things 
Wiring 
Fixing things 
 
Personal 
Skills needed 
Electrician 
Technician 
Painting Drawing 
Acting 
Electrical and 
technical 
Parents skills Sewing(dad & 
mum) 
Cooking(mum) 
Soccer 
skill(dad) 
Sewing(mum) Sewing (mum) 
Skills need 
for school 
Things that 
has to do with 
electricity 
Spray-painting 
Painting 
Chef 
Building 
Sports 
Drama 
Acting 
How to 
connect things 
Sports 
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Table 3.5: summary of career collage and discussion for the girls 
Participant A B C 
Main career 
choice 
Journalist Psychologist Paediatrician 
Gynaecologist 
2nd & 3rd 
choice  
 (Art) 
Designer 
Stylist 
Home-maker 
Interior 
decorator 
Soccer player 
Skills 
possessed 
Sewing 
How to 
combine wears 
Drawing 
Can decorate 
 
Personal 
Skills needed 
Drawing 
How to design 
How to merge 
colours 
How to 
measure and 
decorate 
Exposure to 
human 
anatomy 
Training on first 
aid 
Parents skills Cooking & 
baking(mum) 
Baking(mum) Cooking & 
baking(mum) 
Skills need for 
school 
Sewing 
Modelling 
Tailoring 
Drawing 
How to 
measure 
Practical 
exposure to 
human 
anatomy 
 
The above tables illustrate my participants’ career aspirations, their personal skills 
needs and their schools skills needs as well, and the skills of their parents which differ 
from what they desire.  It was evident from our activity and discussion that my research 
participants have a clear idea of what they want to be and the skills they desire to be 
introduced to their school, however most of them were not able to link the skills that 
they have to the career they aspire towards. This made some of them also desire skills 
that are not related to what they want to be. This could be as a result of lack of career 
awareness and exposure. They each chose 3 careers but from their utterances, they 
hope to rely on skills if ‘things’ did not work out.  
Table 3.6: Relatedness of skills to career aspiration 
Participants Career Skills 
Boy participant A Cartoonist------------------------Drawing 
                                              Painting 
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                                              Spray-painting 
Actor-------------------------------Acting 
Boy participant C Scientist---------------------------Making computer(invent) 
Boy participant D Engineer-------------------------Wiring &fixing cars 
Girl participant A Designer------------------------- Can draw 
                                              Can sew 
Stylist------------------------------Can combine cloths 
Girl participant B Interior designer-----------------Can decorate 
 
This table shows the relatedness of the participants skills needs to their career 
aspiration. However, most of them showed some reservation to actualising their 
careers. At a different occasion, most of the participants view family situation and 
school context as a predominant factor that may hinder their education. This led to the 
generation of the following themes: 
 The relevance of vocational skills in the school curriculum. 
  Lack of an enabling environment that meet learners’ educational needs 
  Family circumstances leading to uncertain educational future 
  The phenomenon of hope amongst learners.  
3.5  DISCUSSION OF THE FINDINGS 
 In the following section the sets of data was coded. They are referred to in 
abbreviation. To begin with, the first letter of each set of data is paired with the letter 
P for participant and another alphabet which is in chronological order. This is to 
indicate which of the transcribed interview and which participant is referred to. 
Afterwards, an explanation of the abbreviation is given for ease of reading and 
understanding. The following table presents how the data was coded for each 
participants. 
Table 3.7: Data codes used for collage, group discussion and individual interview 
Data set Abbreviation Explanation 
Collage o BPAC 
o BPBC  
o BPCC 
Boy participant A collage 
Boy participant B collage 
Boy participant C collage 
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o BPDC 
o GPAC 
o GPBC 
o GPCC 
Boy participant D collage 
Girl participant A collage 
Girl participant B collage 
Girl participant C collage 
Group discussion o GDBPA 
o GDBPB 
o GDBPC 
o GDBPD 
o GDGPA 
o GDGPB 
o GDGPC 
Group discussion boy participant A 
Group discussion boy participant B 
Group discussion boy participant C 
Group discussion boy participant D 
Group discussion girl participant A 
Group discussion girl participant B 
Group discussion girl participant C 
Individual interview o IIBPA 
o IIBPB 
o IIBPC 
o IIBPD 
o IIGPA 
o IIGPB 
o IIGPC 
Individual interview boy participant A 
Individual interview boy participant B 
Individual interview boy participant C 
Individual interview boy participant D 
Individual interview girl participant A 
Individual interview girl participant B 
Individual interview girl participant C 
 
The themes that emerged were from the analysis of the individual collages, group 
discussion and individual interviews collectively. I selected recurring themes that are 
linked to the research purpose. According to Terre Blanche et al (2006), “themes 
should ideally arise naturally from the data, but at the same time they should also have 
a bearing on one’s research question”. In addition, the themes are also linked to my 
theoretical framework. To provide a comprehensive picture, I firstly present the theme 
as a header. Then under the theme the participants’ opinions and perspectives 
ensued. I endeavoured as much as possible to present their words verbatim which are 
written in italic. Maintaining the integrity of my participants words attest to the 
authenticity of my research because they are the co-authors in telling the story of my 
data (Goldberg & Allen, 2015, p. 14).  However slight adjustments were made in 
brackets to promote understanding as English language is a borrowed language for 
me and the participants. Later I provided a detailed discussion, in which I linked and 
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integrated the outcome to existing literature. The purpose is to provide a broader and 
insightful understanding for the readers. These themes were identified as follows: 
 
Figure 3.8: Emerged themes 
The contributions of the 7 participants’ led to the generation of the following themes:. 
3.5.1  Theme 1: The relevance of vocational skills in the school curriculum 
In the group discussion with the boys’ participants, I asked them their opinion about 
introducing skills to the school, they indicated and linked skills to good learning. ‘It is 
good’ (GDBPA). For clarity I asked another participant (BPB) if he thinks bringing in 
skills will motivate learners to learn. He said with certainty, ‘to learn more than what 
they do now’. He added that ‘maybe learners will start liking school because there’s 
something that will attract them and something that they like’ (GDBPB). Integrating 
skills acquisition into traditional learning was even seen as possible tools to curb 
school bunking and behavioural problems. ‘If like, you don’t, like you bunk classes 
Themes 
derived from 
the data
1.The relevance of 
vocational skills in 
the school curriculum
2. Lack of an 
enabling 
environment that 
meet learners’ 
educational 
needs
3. Family circumstances 
leading to uncertain 
educational future
4. The 
phenomenon of 
hope amongst 
learners
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then maybe they can suspend you for sports. So you go to class because you wanna 
do the sports that you like’ (GDBPB). (Sport here is the skills that he likes and enjoys). 
One of the girl participants agreed and shared the same enthusiasm:  
 ‘On my own opinion, come like, it will just like keep eemh, maybe, 
if there are   learners who dodge classes and all that, who make 
trouble at school and all that but I think it will actually reduce trouble. 
Cos actually, they will be like when we are done with this, we go to  
our classes, bring something they enjoy’ (GDGPC).  
 
Explanatorily, introducing skills will positively impact on school bunking and negative 
behavior as agreed by (GDGPC). ‘Yeah and most of those who get absent will be like, 
ah I won’t get absent cos am going to this (referring to preferred skills), I like this’. The 
same participant linked skills to intrinsic reward,  
 ‘It will have a good effect on learner, because when you bring 
something neh, a skill, mostly we like working with something, with 
our hands. Something creative, something like, is not like reading. 
You see, you get bored with books and all that’ (GDGPC). 
 
In addition, participants consider skills as something to fall back on. In other words, an 
alternative that will help their lives ‘When times goes on, if life make me, makes me (if 
life becomes unfavourable), then I can do this’ (GDBPC). To clarify, I paraphrased ‘Are 
you saying you want to fall back on this (referring to boxing) if maybe scientist did not 
work out?’ He affirmed with ‘yes’. It is important to note that these participants have a 
first career choice and vocational and sporting career choices as subordinates. Some 
of the skills that they have or needed are related to their career aspiration, especially 
the vocational ones unbeknown to them. For the boys’ participants, in most cases they 
refer to sports as a skill and something they can do. They all want sports to be included 
as one of the skills to be introduced to their school. ‘So, I chose, in cricket, cos a 
cricketer like, there’re only few people are interested in cricket. So maybe there could 
be space for me or something like that’ (GDBPA). 
The second participant added ‘So if I can like, I can’t reach my dream, then I will follow 
soccer, cos you don’t need money, you just need to practice’ (IIBPB). One of the girl 
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participants (GPA) also agreed on the need of sports in their school. Furthermore, in 
the collage of boy participants D, ‘talent’ was viewed as one of the factors that will 
support his career. He also stated during the individual interview ‘There’s something 
that we must do aside, because it can destroy our lives because we don’t have talent 
here in the school’ (IIBPD). The comment was not clear to me, so I asked ‘You don’t 
have talent? So, you’re saying in case what you want did not work out, there’s 
something that you can rely on…?’ He interjected, ‘Go to, focus on talent’. Then I 
asked, ‘By talent you mean skills?’ He answered, ‘Yes ma’am’. 
Most of these participants insinuated the importance of being exposed to skills 
development to support their career needs. For instance, boy participants C and D 
suggested being exposed to electrical and technical elements such as fixing and wiring 
which are in line with their future career. Participant A said he hasn’t had any exposure 
to skills acquisition but according to him ‘am willing to’ This need was also shown in 
his collage, where he boldly inscribed the word ‘training’. This could be translated as 
a need for skills exposure. Two of the girl participants also concurred on the 
importance of skills exposure. According to girl participant A ‘just get some maybe 
clues how they do this’, and girl participant C also added ‘being in that environment 
where like, not an ordinary person cannot sit, only a doctor can sit there’. The latter 
participant further said she needs to be trained in first aid.  
Vocationalisation of school curriculum is very significant and presented by the 
participants in a symbolic manner. When I asked the second boy participant B (PB) 
why he depicted a flower and flower vase in his collage (BPBC), he answered ‘ok, eeh 
when like am bored, i like watering plants and taking care of plants’. This may denote 
his love for nurturing. Inferentially, a plant needs specific things like water, sun and 
nurturing just as these particular learners need the appropriate skills exposure and 
development for them to blossom and radiate. In another instance, home kept flowers 
need a vase for balance, so also these participants need skill support in a secured 
environment like a school context to actualise their potentials. Girl participants A and 
B also had a picture of flowers in the collages which could simply mean they share the 
same sentiment with boy participant B. Significantly, boy participant A referred to plant 
as a source of food ‘it also helps us to get our food’. This means, there are other 
potential of a plant. In reference to these participants, with the right care and nurture, 
they can be even more productive. 
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Apparently, acquiring skills for these learners is deemed important and beneficial with 
positive outcomes. In order to take control of their learning and life, these learners 
require skills and very often as suggested by Cavanagh et al (2013) these skills are 
vocational skills. The acquisition of skills will give them hope for a better future. 
Integrating this to hope theory, they have exhibited the desire to acquire skills if they 
are exposed to it, and they have a planned out ways to actualise that desire which is 
merging vocational stream with academic stream. Skills acquisition for the vulnerable 
and at-risk youth is very essential.  OECD (2010) stated that it contains the potential 
to provide “a better match for the aptitudes and interests of some pupils”. Cook (2013) 
provides the evidence that it can potentially re-engage learners to learning and 
minimise school drop-out. This is supported by the participants’ utterances that 
includes skills to their learning will increase their passion and interest for learning.   
In unison, these learners visualise skills as instrumental in their learning. According to 
Kenny et al (2010), hope in the form of skills acquisition plays an important role of 
motivating these learner to learn and influencing their behaviour towards school. As 
one of the major stakeholders in educational setting, Ananiadou (2013) advised that it 
is often appropriate to understand educational needs in terms of groups of learners as 
a basis for determining priorities and targeting interventions. Kingombe (2012) agrees 
that the most common type of intervention for youth is skills training. As reasoned by 
Fluitman (2009), wouldn’t skills development system somehow do better in preparing 
vulnerable youths for the realities of the labour markets they end up in? (p.1). 
Definitely, these youth will end up leaving school for the labour market of which Lamb 
(2011) emphasised the need for them to have the right education and necessary skills 
for gaining good jobs or the opportunity for further study to enhance their job prospects.  
It is true that traditional education provides some according to Cavanagh et al (2013) 
base level of skill and knowledge that people need in order to progress to other levels 
of education and training, but in this context the youth need workable hands-on 
employable skills. According to Work hope theory, the vulnerable youths will put the 
necessary effort required to acquire skills which will lead them to their career 
achievement, This correlates with what some of the participants said that learners will 
participate in skill program because they know it will help them with their careers. Cook 
(2013) highlighted the benefits of skill acquisition which includes benefits to the 
individual and the government. Though TVET is considered as the fall-back position 
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for those who did not succeed in the “more academic stream” (Hughes, 2005, p. 261), 
this notion is antiquated. In recent times and in this context, it is a positive and an 
alternative route out of becoming a liability and having a more difficult adult life. Aron 
and Zweig (2003) said that alternative programmes may be a way for youth to 
reconnect to their education to improve their chances of successful transition to 
adulthood. Congruently, Lamb (2011) calls TVET the main alternative to mainstream 
education and posits it as more inclusive, as targeted delivery of skills and having the 
potential to extend the reach of education and training to the wider population.  
Aron and Zweig (2003) stipulate that at-risk, vulnerable youth are a primary target for 
alternative educational programmes. They further reinforced that alternative 
programmes are designed to accommodate specific learner educational needs such 
as work-related training, employability skills etcetera (p. 23). Integrating Hope theory 
in educational setting, Snyder et al (2008) emphasised the importance of instilling 
hope in academically at-risk learners. Some of the participants hope to depend on 
skills in the future if for any reason their academic education options dwindle, others 
view it as a supportive alternative. However, Chepkemei et al (2012) cautioned that 
TVET should be made relevant to people’s lives and struggles. 
3.5.2  Theme 2: Lack of an enabling environment that meet learners’ educational 
needs 
The participants believed that their educational context does not provide the 
appropriate and rightful support that meets their educational needs. One of the things 
they mentioned is that the school subjects were not related to their skills needs. In the 
collage of boy participant D, he wrote subject and school as a challenge to his career 
(BPDC). This participant added ‘And my school doesn’t have those practical activities’ 
(GDBPD), correlating to his collage. Another participant also mentioned subject 
matter, in his individual interview, as a challenge. Boy participant A said, ‘There is no 
like subject that I need to be an artist, so I have to change subject then maybe by 
those subjects I could come up with another career’ (GDBPA). Participant B also 
added ‘Yeah, here we don’t have sports, and like, if you wanna be a soccer player, 
you have to practice’ (GDBPB). He also wrote a phrase ‘school we don’t have sport’. 
Agreeing to that, one of the girl participants stated: 
‘eemh, we don’t actually have them, so that’s one of the bad 
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thing, that’s it. Cos we don’t have something like we can, like 
something like, sewing and all that, maybe to express our inner 
arts, we don’t have such things. We don’t have sports here, we 
don’t have something’ (GDGPA). 
 
So it is true, according to the participants that there is no system in place to adequate 
support the skills needs of these learners, however the school as part of a whole of 
the education system can only do as much, determined by what is at their disposal. 
For a beneficial skills development outcome Palmer (2005) pointed out the importance 
of having an enabling environment surrounding skills development. In support of 
SCCT, Leung (2008) highlighted the mutual influence between a person and his/ her 
environment in making a career choice. Formal education as one of the enabling 
environments should have amongst other things appropriate school infrastructure that 
includes workshops, learning materials such as tools and equipment and a relevant 
curriculum et al (Palmer 2007, pg: 74). Wright (2012) also highlighted the need to build 
support within the school environment.  According to Palmer (2007), enabling 
environment has a direct influence on the extent to which quality skills are developed 
by the learners. It is evident that the school environment does not support the practical 
skills needs of these youth. Kingombe (2012) emphasised that the task of education 
to fulfil the high hopes for success is formidable. He further argues that in order to 
resolve the many challenges facing the education system, the idea is in 
implementation of change and not in repetition of what currently exists. This includes 
the traditional way of teaching and learning. 
Hughes (2005) elaborates that in the school today, it is much the same as it was twenty 
years ago, with the same teaching styles, the same subjects, the same lesson plans, 
even the same examinations which ought not to be so. Though this may be a bit 
exaggerated, our educational system seems not to meet up with the demand of 
change especially for the vulnerable youth who need support to target their unique 
skills needs. In other words, these youth are in dire need of skills programmes as part 
of the traditional school curriculum that are tailored to engage, enable and empower 
them in their educational journey. Lamb (2011) arrived at a conclusion that work-based 
skills-focused learning environments provided in TVET, encourage participation of 
individuals who may not otherwise engage in education. A notion concurred by the 
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participants and Horgan (2007), who acknowledged that learning becomes positive 
when it is comprised of doing. 
3.5.3  Theme 3: Family circumstances leading to uncertain educational future 
Family situation has a great impact on academic achievements and educational 
outcome. It was obvious that most of these participants come from unfavorable family 
situation. For instance, when I asked one of the participants why he chose to be a 
scientist, he replied ‘because it’s a career that I like to do but I don’t know what is 
gonna happen in future’ (GDBPC). He further attributed the above possible negative 
outcome to lack of money. In the group discussion, this participant also stated, when 
I asked him what could hinder him from achieving his dream ‘Maybe is money to go 
on university to learn to do this (a scientist) (GDBPC). The verbal repetition of this 
challenge by this participant could possibly mean he considered lack of money a huge 
stumbling block to his education. This statement is supported by other participants’ 
statements ‘It will be a problem because, sometimes like, we don’t have money for 
maybe if we’re supposed to go to New castle (home), they’ll have to borrow money’ 
(IIBPB). In participant C’s individual interview, he echoed ‘there are so many 
challenges I come from’ (IIBPC). As a result of these unsolicited challenges, these 
participants are uncertain about their educational future.  
In pursuit, other participants also referred to the possibility of not going to the 
university. In the individual interview, one of the boy participants (IIBPA) hinted 
finances as a possible obstacle to progressing to university. Correlating to his collage 
content in which he more than once wrote money as a challenge. One of the boy 
participants also wrote “money for university” as a challenge (BPBC). This particular 
participant in the group discussion said, ‘Maybe like, like am from a poor family’ 
(GDBPB). This concept was also reinforced in this individual’s interview ‘So like some 
people, like me, we don’t have a lot of money for going to university’ (IIBPB). The use 
of the phrase ‘some people like me’ by this participant could mean he has placed 
himself into particular category and social class, with acceptance of the notion of the 
outcome for such people. The other boy participant in the group discussion said money 
is a challenge, but presumably this was influenced by the presence of his peers 
because during the individual interview he clearly stated money to go to university was 
not a problem (IIBPD).  
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Congruently to the immediate previous notion, girl participants A and B do not believe 
that finance has any constrain on their education. Girl participant A said, ‘My family, 
we’re not poor, we’re not rich, we are just like eeh there, just middle-class people’ 
(IIGPA). However, the above opinion is contrary to their reality. They are a family of 
six, four children and two adults with the father the only bread winner and not so 
lucrative job. Furthermore, when girl participant A was asked if finances has any 
bearing on her furthering her education, she answered ‘I actually think so’. Her next 
statement appeared misguided ‘cos to become like, maybe if you wanna be known, 
you have to have lot of money and all that’ (IIGPA), bringing to question the sincerity 
of the above statement. These two participants further (identical twins) suggest that 
their family is one factor that can hinder their career but not monetarily rather their 
perspective on their career choice (disapproval). Correlating with what the above 
participants said, boy participant B asserts that his family’s opinion on his career 
choice could hinder his career ‘they can say aaah, soccer doesn’t have a lot of money. 
so you have to look for something that has money’ (GDBPB). To please his parents 
and change their financial condition, he might be obligated to switch to another career 
other than his dream careers. One of the girl participants also added ‘Like family, if 
they don’t have money, maybe I can drop’ (GDGPB). These uncertainties are due to 
these participants’ family circumstances. 
Although these participants directly and indirectly considered money a challenge to 
their educational future, they differ in their classification of the importance of money 
and its influence on their career choice. When one of the boy participants was asked 
why he repeatedly wrote money on his collage (BPAC), is it something important? He 
countered ‘it’s something that everyone wants’ (GDBPA). Then I personalised the 
question to him, he answered, ‘is like, money yes’ He further elaborated on his answer 
‘like as i said, some, in an, maybe, a place where there is no club for cricket, that’s 
why I said money. You need money to go to, maybe to another place’ (GDBPA). So I 
reiterate the importance of money. Boy participants A and B simultaneously provided 
contradictory answers. Participant A said yes and participant B said no. They both 
have different notion of what money can do for one: PA said ‘Just for entertainment’ 
while PB rationalised ‘If you’re in a bad mood, something that can change your mood’. 
Because of their contradictory opinions in the group discussion, we went back and 
forth with the issue of money.  
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When I challenged boy participant B’s previous notion about the importance of money 
by presenting to him what lack of money could hinder, he concurred but insisted that 
monetary factor did not influence his career choice. Notwithstanding the contrary 
views, both participants agreed that money makes one happy but the need of money 
should have a limit. According to participant A ‘The like of money every time could 
cause one to loss his/her family or friends or something’. Ironically, the lack of money 
could also cause the above lost and more. For instance, the inability of parents to take 
care of their children because of money could lead to placing the child in foster care 
and also, lack of money could affect one’s schooling or resources available to one. 
Money was mentioned countless times and it was the boy participants that mostly 
implied they want to have money. From what was gathered in the group discussion, 
money facilitates movement, support dreams and ensures accessibility of resources. 
So i conclude based of the opinions of the participants that money is important in 
achieving one’s career. 
Interestingly none of these participants wants to follow the career path or even acquire 
the skills of their parents, rather they chose different skills and careers. Only few chose 
and admire career paths of other family relatives. When I asked if there was any family 
member whose career/skill they admired, boy participant A mentioned his paternal 
uncle, ‘Yes my uncle is a police’ (IIBPA), due to his uncle, he also wants to be a 
policeman however he sometimes admires his father’s skill but according to him ‘yeah 
is not something i want for myself’. In addition, participant C stated, ‘…is my uncle’ 
(maternal) that influenced him to want to be a hip pop singer. Boy participant D said 
he admires his mother’s career because of its helping nature but he wouldn’t want to 
go down that path. (IIBPD). So also, one of the girl participants admitted that she only 
admires her brother’s career. (IIGPB). Three of the participants vehemently rejected 
the career paths of some family members. These three posit that they can’t see 
themselves doing such work. Girl participants A and C intensely stated in their 
individual interviews that they cannot be a domestic worker like their aunty, though 
they acknowledge it was because of lack of education that resulted in their aunty 
choice of job. When girl participant B was asked whose job in her family she wouldn’t 
like to do, she immediately answered ‘my mother and father’ when I probed further, 
she said ‘they are security and domestic worker. So, I don’t want to be a domestic 
worker and security, yeah’ (IIGPB). Their different career/skill choices are in sharp 
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contrast to their parents’. This could be because they aspire to be better than where 
they are coming from and be socially elevated. 
Evidently most of the participants have famous celebrities they look up to. Fame was 
a recurring concept, obvious in their chosen role models or influencers and this was 
quite evident in the group discussion. Without mincing words these participants 
acknowledged they want to be famous. Boy participant B said, ‘I do want to be an 
international soccer player, so that people can know me everywhere’. This was 
reinforced in his collage where he had the picture of a famous soccer player (BPBC). 
According to this participant, ‘I want to be like him’. Figuratively, ‘being like’ could mean 
the celebrity’s attributes such as skills, fame and money. When the question of fame 
was directed to the other participants, participant A echoed ‘Everyone wants to be 
famous’. Participant D in affirmation and participant C added ‘I want to be famous but 
not by soccer’. I want to be a famous singer’. Their respective collages have pictures 
of famous celebrities in their potential career field, which confirms this aspiration. One 
of the girl participants also subscribed to being famous ‘when they show me on 
television, I wanna express myself’ (GDGPA). This particular participant repeated ‘cos 
I will be shown on television’, and her collage has a famous personality in her career 
field as her role model. She wants to be known through her career and skills. 
The family factor may constitute a stumbling block in attaining one’s education, 
however Yohalem and Pittman (2001) postulate that they never completely dampen 
young people’s desire to make a better life for themselves. This is so true for my 
research participants. They consider education important and have healthy career 
aspirations. This proves that notwithstanding their circumstances, they do not start out 
expecting little from life instead their dreams and aspiration are not dissimilar to any 
other children (Horgan, 2007, p. 15). With this said, there is a clear gap between 
aspiration and achievement. 
Horgan (2007) stated that for children from families living in poverty, their 
understanding and experience of school is narrow and they cannot be sure of having 
a good education. According to the findings by Gutman, Schoon and Sabates (2012), 
adolescent from lower socio-economic background reported lower school motivation. 
This sentiment was evident and shared by the participants. These youth presume that 
their education maybe hindered and one of the factors associated with this uncertainty 
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is family background (Gutman, Schoon and Sabates, 2012, p. 10). Brooks-Gunn and 
Duncan (1997) stated that children cannot alter family conditions by themselves, at 
least until they approach adulthood. Family circumstance is a possible determinant of 
one’s educational outcome which presumably affect their career development. This 
agrees with what Lent et al (2000) said in SCCT, that environmental factors influences 
a person’s career development. In other words, my participants’ family background will 
determine if they further their studies to pursue their careers or even complete their 
education, an outcome that may be detrimental to their future and career. 
3.5.4  Theme 4: The phenomenon of hope amongst learners 
I believe that hope is and plays an important role in motivating behaviour, effort and 
interest. It is something that people cling to. In this case, skills acquisition is seen as 
something that will usher in or lead to something positive and greater. ‘So things that 
I am not good at, maybe I could improve a bit, then the things like technical, I could 
grow then, yeah I could pass at least’ (IIBPA). The same participant linked acquiring 
skills to his career ‘Because maybe there’re almost similar to my careers’ (IIBPA).  
Another participant said, ‘It can acquire (help) me by let’s say I don’t improve on my 
study like, it can help me to acquire (achieve) my career’ (IIBPD). The other participant 
linked it to finance ‘I do like painting, I can use it to make money’ (IIBPB)  
I consider skills acquisition through TVET as an appropriate intervention to elevate the 
level of hope for vulnerable and at-risk youth in their education. As stated by Riele 
(2010), “the language of hope is powerful-not only in people’s everyday discourses but 
also in education and youth work”. Hope can mean different things for different 
individuals. Snyder, (cited in Taylor et al 2015, p. 160) conceptualised hope as a 
cognitive process and coping strategy. Hopeful thinking can be a motivating factor that 
leads to goal actualisation. Interestingly, Wright (2012) asked if hope was really 
enough to secure greener pastures for these young people at-risk. Mildly put, that may 
not necessarily be the case, based on Weis and Speridakos (2011) consideration of 
hope as a by-product, rather than a determinant of goal attainment.  However they 
further suggest that Hope theory can be used to select interventions that are mostly 
likely to increase pathway thinking (p. 13).  Snyder (2002) proposed the use of hope 
interventions for all learners regardless of hope level. According to Hirschi (2014), 
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hope is increasingly recognised as an important psychological resource for career 
development.  
Skills development embedded in TVET is presented in this context as concrete hope 
that is necessary to uplift the vulnerable. Rightly put, skills development precedes 
career development as also confirmed by one of the participants. TVET will definitely 
provide vulnerable youth with support and platform for individual hands-on learning 
that is relevant to their future career pursuits. In congruent to the latter, the participants 
believe that acquiring skills can help them achieve their career. In other words, they 
see acquiring skills as the pathways to their dream. According to Hughes (2005), 
“productive skills and the initiative to use those skills can help establish a sense of 
hope for the future, a quality that many young people find in short supply”. TVET has 
the potential to induce likeness and interest towards learning, thereby creating a hope 
for the future. In the words of one of the participants, ‘Maybe I’ll start liking school’.  
Congruently, by becoming hopeful, my participants will thrive in task because as 
proposed by Snyder (2002), hopeful people believe that they are able to do something 
to obtain their goals. Attributes exhibited by these participants, because they are quite 
sure of what they want and have the zeal to pursue their dreams if given the right 
opportunity 
3.6 CONCLUSION 
In the above, data was interpreted and discussed. It portrayed skills needs as 
presented by the vulnerable and at-risk youth. In all, 7 participants contributed to the 
research findings. The themes and sub-themes were derived from the group 
discussion and individual interviews respectively. 
According to the participants, acquiring skills is important, and is a need that requires 
attention. They indicated that acquiring skills will have a tremendous and positive 
effect on their learning and life in general. Globally, skill acquisition has taken a front 
seat worldwide. Acquiring skills is good for everyone but in this context, it is urgent, 
relevant and a must because of the dire circumstances of the vulnerable and at-risk 
youth. This is because of the odds against them and the uncertainty of their 
educational future. Though some may thrive above their situation, it does not preclude 
that majority may not. The vulnerable youth need to acquire some technical and 
vocational skills to ensure that they are productive. This as I position it, is a need that 
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will not only sustain them but will enable them to contribute to the economy and cut 
cost for the government who spend extensively on their welfare. 
The following chapter will provide the summary of the study. It will attempt to address 
the research questions, disclose the strength and contribution of this research. In 
addition it will discuss the possible limitations, provided recommendations for this 
study and for future   research.
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4 CHAPTER FOUR: SUMMARY AND CONCLUSIONS  
4.1  INTRODUCTION 
This research comes to its denouement in this chapter. Chapter four summarises 
the research study and findings derived from the main research question, ‘What 
are the technical and vocational skills needed by learners at a Johannesburg 
school that caters for at-risk and vulnerable youth?’ It addresses the potential 
contribution as well as the obvious limitations of the research. Furthermore, it 
provides recommendation on the findings and also for further inquiry drawn from 
the findings. In a nutshell, chapter four provides a conclusion based on the entire 
research study. 
4.2  SUMMARY OF THE RESEARCH STUDY 
This study attempted to explore the technical and vocational skills needs of the 
vulnerable and at-risk youth. Identifying their skills needs makes this research 
relevant, as well as supports the United Nations advocacy for TVET to be 
integrated in basic education thereby making education available for all. To 
advocate for a change in the educational context of the vulnerable and at-risk 
youth, it was necessary that I adopt a qualitative framework which allowed me the 
flexibility to subjectively seek the perspective of my target population which are the 
vulnerable and at-risk youth, on their skills needs. The information provided by 
these youth were explored and interpreted. 
Chapter one began with the introduction of the problem statement and the aim of 
the research. The aim was encapsulated in the main research question which is 
‘What are the technical and vocational skills needed by learners at a Johannesburg 
school that caters for at-risk and vulnerable youth?’  Purposive sampling was used 
to identify the participants. These participants were all in grade 9 at the time of the 
data gathering, Blacks and mixed gender. To collect data, a collage, which is a 
projective technique was utilised for in-depth self-expression and free flow of 
information. Thereafter, each participant in a group discussion explained and 
interpreted their collage. I further interviewed each participant individually to gain 
more information about themselves and background. Goldberg and Allen (2015) 
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hinted the importance of pointing out that the participants provided demographic 
information as well, which gave a holistic idea of the participants. 
Chapter two was about literature review and the theoretical framework used to 
provide insight into my research study. Possible factors that make one susceptible 
to vulnerability was identified and described. These factors potentially cause school 
drop-out. The concept of school drop-out was considered as one of the effects of 
being vulnerable and at-risk however Gustafson (2012) emphasised that the focus 
should be geared towards factors that could support and meet the academic needs 
of the learners to curtail the likelihood of drop-out. Furthermore, I looked at Social 
Cognitive Career Theory (SCCT) that explained how career development 
progresses and the possible factors that enable or disable this development. 
Because of the possible negative effect of the environmental factor on my research 
participants’ education and career development, Hope and Work theory became 
instrumental in explaining according to Snyder, Shorey, Cheavens, Pulvers, 
Adams and Wiklund (2002), motivation which is a trait relevant for the vulnerable 
and at-risk youth to concentrate on their education. The importance of work hope 
was considered and its contribution to the education and career progression of the 
vulnerable youth explored. Lastly the concept of TVET was looked at holistically. 
In chapter three the data collected was transcribed and interpreted, and the findings 
explained in detail. According to Goldberg and Allen (2015), in much of qualitative 
research, the data is interview transcripts. I personally engaged with the data using 
qualitative data analysis to ensure thorough interpretation and the generation of 
themes. Following Goldberg and Allen (2015) advice on communicating the relevance 
of the qualitative design, I utilised, thematic analysis which is essential because of its 
interpretive nature. The findings were grouped in themes: The relevance of vocational 
skills in the school curriculum, lack of an enabling environment that meet learners’ 
educational needs, family circumstances leading to uncertain educational future, and 
the phenomenon of hope amongst learners, which are related to and answered in the 
research question. 
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4.3  ADDRESSING THE RESEARCH QUESTION  
4.3.1  Main research question 
The main research question for this study is ‘what are the technical and vocational 
skills needed of senior phase learners at a Johannesburg school that cater for at-
risk and vulnerable youth’. This research study has established that learners from 
this context have skills needs that they perceive to be relevant to their career 
development. Vocational skills are the most listed while technical skills are the least 
listed by the participants. For instance, BPA (this abbreviation was explained in 
table 3.7) named drawing and spray painting which are related to his desired 
career: a cartoonist and an artist. BPC named making and working with computers 
which is also related to his future career as a computer scientist. BPD named wiring 
and fixing which are related to his career aspiration an engineer.  For the girls, GPA 
named sewing and drawing which are related to her career dreams, namely a 
clothing designer. Then GPB named measuring and decoration which are linked 
to her career aspiration as an interior decorator. From this, we can denote the 
relevance of skills development 
Just as highlighted in chapter one, Cavanagh, Shaw and Wang (2013) considered 
skills development or skill education as engraved in the concept of technical and 
vocational education and training (TVET). According to Cook (2013) technical and 
vocational education is a blend of education and practical experience. To 
differentiate between Technical and vocational subjects, Akyeampong (2002) 
described the first as consisting of trade, industrial and engineering related 
subjects and the latter as consisting of visual arts, mainly handicrafts. The 
participants linked their acquiring of TVET to their education success and thus 
career fulfilment. BPAII, “because maybe they’re almost similar to my careers” 
GPAGD “when you bring skill, mostly we like working with our hands”. In addition 
to this, TVET will help them develop a range of skills, aptitudes and competences 
(Ananiadou, 2013, p. 23). With the range of skills these youth would acquire 
through TVET, Chepkemei et al (2012) said they will have more choices in their 
lives. However, World Bank (2004a) cautioned that acquiring a skill does not mean 
automatic entry to job force. 
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Aside from the growth and productivity evident in TVET, it embodies inclusion and 
broadens opportunities (Kingombe, 2012, p. 70), which is the platform needed by 
the vulnerable and at- risk youth to explore skills/ career needs. At this junction, it 
is appropriate to say that although TVET may be of great value, it may not 
necessarily meet the skills needs of every vulnerable and at-risk youth (Bradley, 
Lansing and Stagner, 2013, p. 5). However, Lamb (2011) reinforced the research 
finding that people from lower socio-economic backgrounds amongst others make 
more use of opportunities in TVET than in other forms of education to enhance 
their labour market prospects. 
4.3.2  First research sub question 
The first sub question of the main research question states ‘How can TVET be 
implemented as an intervention strategy to support the vulnerable and at-risk youth 
in a school in Johannesburg? This research study answered the question by 
positioning it to be part of the secondary school curriculum. According to the 
participants, vocationalisation of the school curriculum will be a welcome 
perspective. BPB “Maybe learners will start liking school” GPA added “It will put a 
good effect on learners”. Vocationalisation of the general education in this context 
is a necessity.  
Congruently, Wallenborn and Heyneman (2009) added that it’s vital for secondary 
school-age youth. Akyeampong (2002) emphasised that different countries use 
different approaches to vocationalise their general education. De Moura Castro 
(2003), cited in Akoojee et al (2005, p. 135) suggest that the purpose of 
vocationalisation should be to make theory of learning more concrete, to promote 
active learning. In contrast, when the necessary and envisaged learning outcome 
is not achieved, it results in disinterest by the learners. One way to ensure active 
learning is to “have a core curriculum and diversified clusters of elective subjects 
that include vocational and technical subjects” (Akyeampong, 2002, p. v). I concur 
that practical exposure will broaden the understanding of at-risk and vulnerable 
youth knowledge on skills and career development. Whereas the exclusion of skills 
training for these youth may quench potentials, talents and creativity. 
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4.3.3  Second research sub question 
Also, this research study attempted to answer the second sub question: What are the 
resources available to introduce TVE skills for at-risk and vulnerable youth in 
secondary school in Johannesburg?  Almost all the participants testified that there are 
no resources available in their school to support and enhance their skills needs. BPAII 
“There’s no like subject that I need to be an artist” GPAGD added 
“We don’t actually have them, so that’s one of the bad thing,   
that’s it. Cos we don’t have something like we can, like  
something like, sewing and all that, maybe to express our  
inner arts, we don’t have such things. We don’t have sports 
here, we don’t have something”.  
I will vehemently state that in South Africa, there is lack of infrastructure and enough 
trained teachers to support TVET in secondary schools. And, these resources are 
actually needed for TVET to be implemented at this level. Wallenborn and Heyneman 
(2009) concurred that without these viable resources in a traditional secondary school, 
TVET programmes would not have an economic impact and would not create 
employability for learners. This poses a huge challenge to the realisation of TVET in 
secondary schools. It is important that i add that in South Africa, TVET institution is 
formally known as Further Education and Training (FET) and it’s provided at the 
colleges. According to the Department of Higher Education and Training (2013), there 
are 50 public technical and vocational education and training colleges and they are 
responsible for providing skills development mostly in colleges (Akoojee, 2009, p. 
117). Factually, the White Paper 6 is only centred around post-school education and 
training to the detriment of those learners who may fall off the wagon before they get 
to college. 
4.4  POSSIBLE STRENGTHS AND CONTRIBUTIONS OF THIS RESEARCH 
According to personal understanding and knowledge, there is limited research on 
TVET for the vulnerable and at-risk youth in the South African context. So, it is my 
opinion that this research study will add to the knowledge reservoir about the role of 
TVET in ensuring skills acquisition for the vulnerable and at-risk youth. The major 
contribution is that these findings could be used to make inference to the needs of 
other vulnerable and at-risk learners outside the present study area. 
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 Secondly, this study makes an empirical contribution by proving insight into the 
intervention needs of the vulnerable and at- risk youth. One of the strengths of this 
research includes the use of qualitative method to derive data. This approach allowed 
the provision of subjective and authentic information from the participants on their skills 
needs, derived through open-ended questions and free flow of information through 
collage. This is considered a strength because the participants were the voice and 
their perspective gave meaning to this research. The qualitative analysis of the data 
collected could help in advocating for the implementation/ introduction of skills 
programme for the vulnerable and at-risk youth. In other words, it can inform 
government policy. 
4.5  POSSIBLE LIMITATIONS OF THIS RESEARCH 
There is couple of limitations in this research. Firstly, this research does not fully 
represent the opinions and skills needs of all the vulnerable and at- risk youth because 
only seven participants partook in this research. The participants are all from one 
school, same race (Blacks) and are in grade 9. This might pose as a limitation because 
the findings cannot be generalised to a wider population. However, the findings were 
supported by existing literature and may inform further research and policy. 
 
Another limitation is accent and language barriers. Though the participants and I are 
from the same racial background, we speak different language and have different 
accents.  Our common language of communication was English, therefore the 
research was conducted in the English language. English was a second language for 
all of the participants and most of them could not speak it fluently. However, to curtail 
the effect of the above mentioned limitation, I used emphasis, repetition and summary 
to ensure understanding. 
 
Furthermore, the participants have limited knowledge about skills and career 
development. They have not been involved in any career workshop, neither have they 
engaged in career exploration. Their opinions and stated skills needs were based on 
the career information at their disposal. This may have affected or infringed on the 
level of information provided. However, I tried as much as possible to provide career 
information and answer any career-related question that they asked. Lastly, my 
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subjectivity and biasness may be considered a possible limitation.  But I would say I 
engaged in a lot of self-reflection in order to curb the interference.  
4.6  RECOMMENDATIONS FOR THIS RESEARCH 
The skills needs of the vulnerable and at-risk youth should be prioritised and 
introducing TVET into schools should be reconsidered by the government. Thus, the 
following recommendation: 
 Compulsory Career workshops in schools. 
 Social awareness should be created to educate the youngsters on the important 
of skills development and acquisition. 
 TVET should be integrated into the general curriculum in the senior phase. 
 Explore the technical and vocational skills that are needed by the learners and 
the feasibility of implementing them. 
 There should be emphasis on specialisation, especially on skills that are 
attuned to one’s talent or future career. 
 These skills should be aligned with the labour market. 
 This should be made available to all learners from senior phase regardless of 
academic capability. 
 These skills should be both theoretically and practically based. 
4.7  RECOMMENDATIONS FOR FUTURE RESEARCH 
Based on the limitations identified previously, the following future research is 
recommended: 
 Future research may replicate this research study using quantitative design. 
 Future research may consider replicating this research study using multiple 
schools, a larger number of participants and racial diversity  
 Future research may consider doing the research in the participants’ mother 
tongue or better still used an interpreter, especially if the researcher is of 
different linguistic or race 
 Future research may look at the best way to integrate TVET into the curriculum 
within the school context 
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 Future research could investigate how to involve various sectors in the 
implementation of TVET in high school. 
4.8  CONCLUSION 
In the olden days, that is in primitive times, skills acquisition was considered highly 
important and a must for youngsters, that was why every clan ensured that they 
passed down skills to their next generation. Currently, skills development has returned 
to many nations’ agenda.  Contrarily, in South Africa, there is no specific skills 
intervention programme in place in secondary school level for those learners who are 
academically sound but faces socio-economic challenges which might limit or hinder 
their potential and further education.  
 
Unlike their counterpart, some African countries, American and some European 
countries have structured skills programmes to support their youth’ skills development 
needs. Hagos Baraki and Van Kemenade (2013) revealed that skills development and 
technical and vocational education and training (TVET) are now becoming increasingly 
important on the international and national policy agenda in other African countries 
such as Ethiopia and Ghana. Acquiring skills is a lifelong process and is needed for 
optimal functioning. I think that skills development for the vulnerable and at-risk youth 
should be part of national development strategies and priority. According to 
Baryamureeba and Nahamya (2017), localising TVET to match local settings and 
characteristics is beneficial. If the TVET programme is introduced in the schools that 
cater for the vulnerable and at-risk youth, the outcome will be: 
 Empowered youth with skills training and development 
 Empowered youth with improved and elevated level of living and independence 
 Empowered youth with income generating and self- employed skills 
 Empowered youth with skills for economic participation and inclusion. 
Finally, three of the participants drew a flower in their collages. Inferentially, this is very 
symbolic and relates to my participants. Like a flower, they need nurturing, they need 
water and they need the sun, if not they will wither. TVET will absolutely provide these 
essentials. 
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APPENDIX B1 :     LETTER AND CONSENT FORM TO PARENTS 
                                                           
Dear Parents  
I, Mirabel T Kenechukwu, am conducting a study on exploring technical and vocational 
education skills needs for at-risk and vulnerable senior phase learners at a 
Johannesburg school (Your child’s school). Skill acquisition has become relevant in 
the society and a prerequisite for employment, leading to self-achievement and life-
satisfaction. I would like to invite your child _______________________________ to 
take part in my study.  
I have spoken to your child about the study and asked them to sign a letter with you 
to say if they would/would not like to take part.  
Please could you read the letter that is attached and tick the blocks that I have circled. 
Please also fill in your details on the letter.  
I will be conducting the interview after school and in the school compound, the date 
and time will be communicated to you.  
Thank you for your time.  
Mirabel T Kenechukwu 
Student Educational Psychologist  
MEd 2 (Educational Psychology)  
HPCSA Reg. no: PS S0137375  
Cell: 078 648 6752 
Email: kenmirabel@yahoo.co.za 
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Project Title: 
EXPLORING TECHNICAL AND VOCATIONAL EDUCATION SKILLS NEEDS FOR 
AT-RISK AND VULNERABLE SENIOR PHASE LEARNERS AT A 
JOHANNESBURG SCHOOL 
Investigator: 
Kenechukwu T Mirabel 
Date: 
23-03-2017 
Please mark the appropriate checkboxes. I hereby: 
 
 
    rights of: 
            
            Children younger than 18 years of age that might be vulnerable*; and/or  
           -headed family. 
in  
    the above research project                             
 
had 
    explained to me) and I understand the nature of the research and my role in it. I 
have 
    had the opportunity to ask questions about my involvement in this study. I 
understand   
    that my personal details (and any identifying data) will be kept strictly confidential. I    
    understand that I may withdraw my consent and participation in this study at any 
time   
    with no penalty.                            
 
for  
    this purpose: 
to review the report after publication. I supply my details below for  
    this purpose: 
 
    agreement between myself and the researcher 
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Name:  
 
Phone or Cell number:  
E-mail address:  
 
Signature:  
 
If applicable:  
participant’s 
     contributions 
 
    contributions. 
 
 
 
Signature (and date):   
 
Signature of person taking the consent (and date):   
 
 
 
 
                                                     REPLY SLIP  
PLEASE RETURN THIS REPLY SLIP AND THE LETTER TO THE PRINCIPAL AS 
SOON AS POSSIBILE.  
I __________________________________________ (your name) have read the 
letters and give permission for my child 
________________________________________ (your child’s name) to take part in 
this study. I understand that my child will need to stay after school on the 
communicated date and time.  
Signed: _________________________ Date: ___________________________ 
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            APPENDIX B2: PARTICIPANT ASSENT FORM  
(This will be given to the participants after informed consent and permission from the 
parents and school principal is obtained and after my initial meeting with the 
participants to explain the research.) 
       FACULTY OF EDUCATION  
                       Department of Educational Psychology  
Dr. T Diale  
Coordinator: 
MEd Ed Psych  
011-559-2273  Dr. Helen 
Dunbar-Krige  
Coordinator: 
BEd Ed Psych 
and Practicum  
011-559-2673  
E-mail:  tumid@uj.ac.za  E-mail:  helenk@uj.ac.za  
 
                       
                  PARTICIPANT ASSENT FORM  
 
I ______________________________________ (NAME) have voluntarily agreed to 
take part in the study conducted by Mirabel on exploring technical and vocational 
education skills needs. Mirabel has explained the project to me and I have asked any 
questions that I might have. I understand what I will be required to do, should I take 
part in the study. I understand that the information will be kept confidential and that my 
name will not be used in the study. 
 
Signed: ______________________________  
Date: ________________________________  
Place: _______________________________ 
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APPENDIX B3 
                LETTER OF REQUEST TO THE SCHOOL 
 
The School Principal & Management Committee  
C/O : New Nations Secondary School 
School address: Cnr 1st and Delarey street, Vrededorp 
Dear Mr Dladla and Management Committee  
REQUEST TO CARRY OUT RESEARCH AT NEW NATIONS SCHOOL  
This letter serves to briefly inform you of the details of my intended research. As you are aware, I am 
currently completing my Masters in educational psychology at The University of Johannesburg. As a 
student, I am at the stage of my minor-dissertation which am required to conduct a study on exploring 
technical and vocational education skills needs for at-risk and vulnerable learners in grade 9 as part of 
my Masters degree programme. There is greater chance of vulnerable youth leaving school 
uncompleted because of mounting pressure. The academic education does not necessary provide the 
incentive needed by at-risk youth to remain at school, and once they cross the mandated compulsory 
school going age, there will be nothing to keep them in.Therefore, the need for suitable education that 
includes skill development. Skill acquisition has become relevant in the society and a prerequisite for 
employment, leading to self-achievement and life-satisfaction. There is a need for research in the area 
as learners in grade 9 are in the last grade of compulsory schooling. It is hoped that the information 
gathered will then inform future curriculum plans on a three-tier education system.  
I would like to ask your permission to carry out my research with some of the grade 9 learners at your 
school. Participation in the research will require face-to-face interview in the afternoon (so as not to 
disrupt class time) and will involve the completion of a collage and taking part in a focus group interview. 
The highest possible ethical standards will be adhered to throughout the research, including informed 
parental consent, informed participant assent, anonymity, no-harm to participants and integrity in terms 
of the collection and analysis of data and the reporting of findings.  
I look forward to hearing from you in this regard. Please do not hesitate to call me on 0786486752 or 
my research supervisor, Dr. B. M. Diale, on 0825637516 to discuss this request further.  
 
Many thanks,  
 
Mirabel T Kenechukwu 
Student Educational Psychologist  
M. Ed 2 (Educational Psychology UJ) 
 PS S 0137375 
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APPENDIX C1 – DATA COLLECTION SESSION 1 
COLLAGE 
Session 1 
Career collage  
Apparatus: 
 Magazines 
 Newspapers 
 Pictures/ Photos 
 Coloured and plain paper and cardboard (A4) 
 Arts and crafts materials/ Stationeries 
INSTRUCTIONS 
The participants will be provided with the above mentioned materials, and will be 
requested to create a career collage on an A3 cardboard that displays their technical 
and vocational skills needs, technical and vocational career hopes and aspiration 
using words, pictures, drawings, phrases and symbols. They can also include things 
or factors that may hamper or support their career pursuit.  
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APPENDIX C2 – DATA COLLECTION SESSION 2  
GROUP DISCUSSION  
Session 2  
Group discussion  
The group discussion questions will focus on the participants’ individual career collage. 
 
Questions will include: 
1. Please tell us about your collage? 
2. Explain how these pictures describe what you want to be? 
3. Why did you choose this career? 
4. What are the skills (technical or vocational) required achieving this? 
5. Is there something or someone that influenced your choice? 
6. Is there anything in your collage that represent interest in technical or vocational 
skills? If yes, in what way? 
7. Does anything in your collage represent what your needs are or would like to 
be in future in terms of technical and vocational skills? If yes, what would that 
be? 
8. What are or would be hindrances to you not achieving your aspiration? 
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APPENDIX C3 – DATA COLLECTION SESSION 3 
SEMI-STRUCTURED INDIVIDUAL INTERVIEW  
SESSION 3 
Semi-structured individual interview questions 
 
1. Tell me your name, age, where you come from and grade? 
2. Briefly tell me about your family and the work they do? 
3. What is your own understanding of technical and vocational skills? 
4. Have you ever been exposed to any technical and vocational skills? 
If yes, which ones and by whom? 
If no, which ones do you wish to be exposed to? 
5. Do you have any family members who have technical and vocational skills?  
6. Is there anyone in your family you admire their skills/ career? 
7. Is there anyone in your family whose work you would not like to do? Tell me 
about it 
8. Do you have any mentors who are in the technical and/or vocational fields? 
9. Which technical and vocational skills do you think you need and are interested 
in? 
10. How will acquiring this/ these skills contribute to your learning? 
11. If skills were to be introduced to your school, what skills would you recommend? 
12. How will acquiring these skills improve your future career pursuit? 
 
